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CHAPTER 1 
In trod u cti on 
The presumption of a crisis in the teaching profession has been on the 
public mind since the publication of A Nation at Risk in 1983. Faced with an 
aging profession and a growing student population, leaders have been 
challenged to recruit and retain a qualified teaching force during a period in 
history that has experienced what has been referred to as a knowledge explosion. 
Nationally, about 30% of new teachers leave the profession before the second 
year, and, according to some estimates, 50% of beginning teachers leave the 
profession within 5 years (Colbert & Wolff, 1992; Odell & Ferraro, 1992). 
Anecdotal evidence points to the probability that it is often the most talented 
new teachers who are most likely to leave. Educational leaders have responded 
to the crisis with a multitude of efforts to recruit and retain able teachers; 
included among these initiatives are induction programs with mandatory 
mentoring for new teachers. These efforts are aimed largely at keeping 
beginning teachers in the classroom and cultivating a professional teaching force 
for the future. 
While many of the retention efforts for teachers have relied upon the 
assumption that the graying teaching force is being thinned by retirement, 
research has consistently indicated that it is the younger teachers who have 
higher rates of departure from teaching (Ingersoll, 2002). These findings have 
widespread implications for educational organizations. The cost of mentoring 
and induction programs must be considered carefully, particularly in times of 
economic challenges for schools. If it is, in fact, true that younger teachers leave 
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the profession at higher rates than do older teachers, educators must consider 
whether the cost of the mentoring programs is a sound investment for retaining 
teachers and enhancing the teaching force. Bidwell (1965) and Lortie (1975) 
noted that schools are work sites whose functioning depends upon extensive 
interaction among participants. Lortie noted that without a deliberate effort at 
induction, a new teacher would struggle to interpret this professional culture. 
These types of organizations are especially dependent upon commitment, 
cooperation, and continuity among employees, so they are especially hurt when 
there are high rates of turnover (Ingersoll, 2002). Since schools' missions are to 
educate students, following Ingersoll's reasoning, disruption in the teaching 
force that results in a deterioration in a school's cohesion can directly impact 
student achievement. 
Shann (1998) noted that teacher job satisfaction is critical to teacher 
retention and effectiveness. In an analysis of data from the Teacher Follow-up 
Survey conducted by the National Center for Education Statistics (1996), 
Ingersoll (2002) stated that of those teachers leaving their jobs, half reported they 
were departing due either to job dissatisfaction or the desire to pursue a better 
job or career. The teachers who leave the profession due to job dissatisfaction 
cited low salaries, lack of administrative support, poor student motivation to 
learn and succeed, and lack of teacher influence over decision making as major 
factors in their leaving. It seems clear from these findings that a focus on 
recruitment alone will not solve the problem of staffing classes with competent 
teachers caused by teacher attrition. The assumption, often supported by 
statistical data, is that teachers in poor inner-city schools leave teaching at the 
highest rates. The data gathered in the Teacher Follow-up Survey (NCES, 1996) 
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indicated, though, that private schools have higher turnover rates than do public 
schools. Of course, there are many types of private schools, and a micro-analysis 
of statistics indicated that larger private schools have some of the lowest 
turnover rates (10%); rates that are significantly lower than comparable-sized 
public schools. Smaller private schools, on the other hand, have among the 
highest turnover rates of any occupation, about 23%. This turnover rate is much 
higher than that in high-poverty public schools. Again, there are still greater 
distinctions to be made among private schools than size that must be factored in 
when analyzing teacher turnover in any comparison with public schools. This 
study focused on the issue of job satisfaction among beginning teachers in 
independent schools and whether a mentoring program for new teachers has an 
impact on job satisfaction. 
Research indicated that new teachers do not enter the profession as 
accomplished classroom teachers (Griffin, 1985). Unlike other professions such 
as medicine and law, in which practitioners recognize that new professionals 
require gradual introduction to their work and intensive on-the-job training, 
provided through internships and other formal programs, teaching thrusts upon 
the new teacher the same responsibilities as those of the 20-year veteran. Often, 
new teachers, lacking seniority, are given the most challenging assignments. 
Darling-Hammond (1998) noted that the majority of teachers start their careers in 
disadvantaged schools, are assigned the most educationally needy students, and 
are given full teaching loads with an excessive number of extra duties. New 
teachers often report that they have little or no opportunity to observe other 
teachers in the classroom. It is no wonder that some have referred to education 
as a "profession that eats its young" (Halford, 1998). 
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Independent schools are a special category of private schools in that the 
schools are independently governed by boards of trustees. They do not depend 
on church funds as do parochial schools, nor do they depend upon tax dollars for 
their functioning, as do public schools. They have distinct missions and are 
primarily supported by tuition payments, charitable contributions and 
endowment revenue. They are independent of state regulations regarding 
curriculum and testing, and if they do not accept federal funds, are also 
independent of similar regulations from the federal government. Unlike public 
schools, most independent schools do not require that their teachers be certified 
by state or local certification or licensing bodies. The statistics on teacher 
turnover in private schools cited in the Teacher Follow-up Survey (National 
Center for Educational Statistics, 1996) are revealing for independent school 
administrators and policy makers. They describe a situation not unlike that in 
public schools, in which teacher turnover is high and in which there must be 
concern for the continuing high academic standards to which students are 
traditionally held in private schools. 
If the contemporary education literature is correct, that one of the pivotal 
causes of low school performance is the difficulty schools face in staffing 
classrooms with qualified teachers, then private schools of all types must focus 
on retention of qualified teachers. Since independent schools are not bound by 
regulations found in the No Child Left Behind Act, that stipulate that public 
school classrooms must be staffed by highly qualified teachers, these self­ 
governing schools must focus intensively upon the issue of retention of the most 
qualified teachers. Shann (1998) made the connection between teacher job 
satisfaction and teacher retention and maintained that teacher job satisfaction, 
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though difficult to define precisely and to measure, is a good predictor of teacher 
retention and commitment, and, therefore, is a direct contributor to school 
effectiveness. If teacher job satisfaction reduces attrition and improves job 
performance, then it is likely to have at least an indirect impact on student 
performance. Evertson and Smithey (2000) found that there is a connection 
between mentoring and new teachers' abilities to organize a classroom for 
learning and the behavior and engagement of students in those classrooms. 
Goodlad (1991) noted that having good schools means having good teachers. 
School administrations need to provide new teachers with the support they need 
to get them through the shock they experience when they first take responsibility 
for their assigned students (Lawson, 1992). 
The data on teacher attrition and teacher job satisfaction pointed to 
particular concerns about teachers in urban settings. Adams and Dial (1993) 
noted that many of the highest attrition rates among teachers in American 
schools are found in urban school districts. The documented disparity in school 
funding for urban districts, which contributes to the conditions that create a 
negative working environment, is compounded by what Gonzalez (1995) found 
to be a lack of a voice in decision making that directly impacts how teachers 
perform their jobs. While studies have shown that private school teachers are, in 
general, more satisfied with their jobs than are colleagues in public school, the 
reasons cited by teachers leaving private schools are not dissimilar from those 
cited by teachers leaving urban public schools. Independent school 
administrators must face the critical issues of teacher job satisfaction and 
retention if they are to maintain a high quality teaching force committed to the 
standards of excellence that are a hallmark of independent schools. The 
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retention issue is made more complex for independent schools by the well­ 
documented disparity in salaries and benefits between public school teachers in 
mid-career and independent school teachers at a similar career level. This study 
focused on new teachers in independent schools and the connection between 
participation in a mentoring program and job satisfaction. 
Statement of the Problem 
Research confirmed that there is an extremely high attrition rate among all 
categories of beginning teachers: 30% in the first year and up to 50% within the 
first 5 years. The belief that the teacher shortages already being seen, and the 
even greater shortages anticipated would be the result of the graying of the 
teaching force, is belied by the statistics on new teachers leaving the profession. 
These statistics have broad implications for the effectiveness of schools, the 
effectiveness of school improvement and reform efforts, and the financial 
stability of independent schools. The literature on beginning teachers indicates 
that new teachers enter the field underprepared for the assignments they are 
given in their first classrooms, and are soon found to be dissatisfied with their 
teaching assignments and with their choice of profession. The statistics for 
attrition among new teachers in private schools, though better than those for 
public schools in some categories, are significant and pose similar threats to the 
effectiveness and financial management of the schools. School systems have 
begun to invest in induction programs that include mentoring of new teachers in 
an effort to ease the transition of new teachers into the profession. Among the 
independent schools the mentoring programs are extensive and costly. The 
costs, which include training for mentors, stipends for master teachers and 
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mentors, professional development for novice teachers as an outcome of the 
mentor program, and release time class coverage for mentor-novice meetings, 
must result in improved teacher job satisfaction and higher rates of retention in 
order to be justified. I desire to investigate whether there is a perceived 
connection among new teachers in independent schools between mentoring and 
teacher job satisfaction. Ultimately, the mentor programs must result in 
improved retention of the most qualified new teachers so they develop into a 
well-trained, highly qualified teaching force for independent schools. 
Purpose of the Study 
The purpose of this study is to determine the relationship between 
perceived job satisfaction of new teachers in independent schools and 
participation in a mentoring program. In conducting this study the researcher 
delineated some of the aspects of mentor programs that new teachers find most 
beneficial. Study results should provide information about the needs of new 
teachers that the mentor programs did not meet, as perceived by the new 
teachers. 
Design 
The study used a survey to gather data from new teachers in independent 
schools, defined as first- and second-year teachers in their first teaching 
assignment, regarding their perceptions of satisfaction with their jobs. The 
study is quantitative in nature and used a convenience sample of new teachers 
who chose to respond to the surveys mailed for distribution at their selected 
independent schools to generate the data. 
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Method 
This study includes first- and second-year teachers in independent day 
schools who have participated in a mentoring program. The researcher 
compared the levels of perceived job satisfaction of the new teachers at 
independent schools participating in a mentoring program with the levels of 
perceived job satisfaction of new teachers at independent schools who are not 
participating in a formal mentor program. The researcher also compared the 
levels of job satisfaction of new teachers in independent schools who completed 
the survey with national norms for teacher job satisfaction as established by the 
survey instrument used for the study: the Teacher Satisfaction Survey of the 
Comprehensive Assessment of School Environments, published by the National 
Association of Secondary School Principals (Schmitt & Loher, 2001). 
The researcher for this study used the survey to measure aspects of 
perceived satisfaction with their jobs among new independent school teachers, 
and includes open-ended questions designed to elicit information about needs of 
new teachers that mentoring programs did not meet. For the purposes of this 
study, new teachers were defined as first- and second-year teachers in their first 
classroom assignments. It does· not include teachers in the category of "new 
teachers" who are new to the particular school but who have taught previously 
for more than 2 years at another school, or who are returning to the classroom 
after a period of non-teaching, but who had taught for more than 2 years in a 
previous teaching assignment. In addition, the study does not include in the 
category of "new teachers" any teachers who had taught for more than 2 years in 
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a public school but who are in their first teaching assignment at an independent 
school. 
Research Questions 
The primary question for this study is: 
Does a mentoring program influence the perceived job satisfaction of first- and 
second-year independent school teachers? 
Subsidiary questions related to this primary focus are: 
1 .  What aspects of perceived job satisfaction were most impacted by mentoring, 
as reported by new teachers? 
2. How do teachers who participated in the program perceive the impact that 
the program had on the level of satisfaction with their jobs? 
Significance of the Study 
Fullan (1991) noted that first year teachers face an overwhelming 
situation, and that how good they become as teachers is largely determined 
by whether they encounter a sink-or-swim environment of individualism, or 
a collaborative work culture. The need to develop collaborative support 
systems for new teachers is an essential responsibility of school leaders. The 
collaborative systems that have been put in place in many schools and school 
districts include mentoring relationships between veteran and new teachers. 
Shinn and Reyes (1995) found that teacher commitmentis determined 
directly, among other factors, by teacher job satisfaction. The systems put in 
place in schools to help new teachers should focus on crucial aspects of job 
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satisfaction at the time that teachers are developing a sense of commitment to 
the profession and to their individual schools. 
Ingersoll (2002) summarized the data from the Teacher Follow-up Survey 
(National Center for Educational Statistics, 1996) that indicated that some 
categories of private schools have even higher turnover rates than do public 
schools. Independent school administrators and governing boards, as leaders 
of a specific category of private school, must be cognizant of the relationship 
between teacher job satisfaction and the rate at which teachers depart the 
profession. Independent school leaders, as well as public school leaders, 
must realize that recruitment strategies and strategies to find alternative 
means of certification for new teachers will not solve the impending problem 
of school staffing if large numbers of such new teachers leave the profession. 
Developing a committed, professional teaching faculty in independent 
schools requires that new teachers remain in the classroom to develop the 
teaching expertise needed to impact student achievement positively. 
There is a major cost to schools in the recruitment and training of new 
teachers. That cost is increased by the new induction programs adopted in 
most independent schools that include formal mentoring relationships 
between new teachers and veteran teachers. These programs are designed to 
ease the transition of new teachers into the schools, and to establish the 
groundwork for the type of collaborative culture that Pullan (1991) noted is 
related to whether new teachers stay in the profession. The costs to the 
schools of creating reduced teaching loads for mentors, release time for 
meetings, and specific training and support systems for new teachers and 
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mentor teachers must be translated in improved job satisfaction and retention 
of teachers. 
Mentoring programs in education are formal attempts to address the 
needs of new teachers. It is important to determine the impact of mentoring 
programs on the job satisfaction of new teachers. Further, researchers need to 
delineate the aspects of mentoring programs that new teachers find most 
important in having a positive impact on job satisfaction. Ryan (1986) 
indicated that students reap the benefits from a teacher mentoring program 
since students are the chief victims when new teachers fail and leave 
teaching. Mcintyre and Haggar (1996) noted that without adequate support 
for new teachers, students are not taught effectively. Independent schools, in 
which teachers are not required to obtain state or local certification as they 
must in public schools, may, therefore, have an even greater stake in the 
effectiveness of mentoring programs in the job satisfaction and development 
of new teachers than do public schools. 
This study offers the field insight into the relationship between mentoring 
programs and the perceived level of job satisfaction among new teachers. 
Because of the research-supported connection between job satisfaction and 
retention, the study may offer the field further insight into retention strategies 
and policies that will benefit all schools. 
Limitations of the Study 
The study is limited by the selection of independent schools as the type of 
school from which the teachers will be chosen for completion of the survey 
and for response to open-ended questions and then data analysis. 
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Independent schools are a specific type of private school that is not funded by 
tax dollars and is not affiliated with a church or other religious organization. 
Independent schools are generally accredited by regional accrediting bodies, 
such as the Middle States Association of Colleges and Schools, but are not 
subject to regulation by state or federal agencies. Teachers in independent 
school are generally not required to be certified or licensed by the state or 
local education authorities. The study is also limited by the choice of 
independent schools that are exclusively day schools, rather than a 
combination of day and boarding schools, or exclusively boarding schools. 
These day schools, regardless of size of the student body, provide teachers 
with an experience that is somewhat different from the experience teachers 
get in other types of independent schools. 
The study is limited by the use of the Teacher Satisfaction Survey of the 
Comprehensive Assessment of School Environments (CASE) published by 
the National Association of Secondary School Principals (2001). The 
instrument's reliability has been estimated by calculating internal consistency 
coefficients (Cronbach's alpha) using data collected in pilot and normative 
studies. The average reliability of the Teacher Satisfaction Survey (Schmidt & 
Loker, 2001) subscales is 0.88. Validity is the extent to which an instrument 
actually measures what it purports to measure. Content validity is the extent 
to which items on a scale represent the domains of interest. Content validity 
was established through a careful review of the literature and of existing 
satisfaction measures, as well as through field-testing of items. Items were 
subject to factor analysis, and redundant and ambiguous items were 
eliminated. Construct validity is concerned with the meaningfulness of a test. 
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The construct validity of the Teacher Satisfaction Survey (Schmitt & Loher, 
2001) is the indicator of how well the instrument measures the satisfaction of 
the target group. Task force review and factor analysis support a strong 
construct validity for the satisfaction survey instrument (NASSP, 2001). 
The study was also limited by the dependence upon teacher voluntary 
response to the mailing of the survey instrument. The survey instruments 
were mailed to all new teachers in independent day schools in New Jersey 
and New York after receiving permission from the Head of School at each 
school to survey the teachers in the school. A separate mailing to veteran 
teachers at participating schools was conducted for analysis and comparison 
to new teachers. 
Delimitations of the Study 
The study is delimited by the selection of independent day schools only in 
the states of New Jersey and New York. This selection of New Jersey and 
New York independent day schools narrows the geographic scope of the 
study, thereby narrowing the time for mailing and return of surveys. 
The study is further delimited by the definition of new teachers as first­ 
and second-year teachers in their first classroom assignments, and not 
teachers who are new to their current schools but who have more than two 
years of teaching experience at other schools. 
Definitions of Terms 
Terms used in the study that have varying definitions in the literature are 
defined as follows: 
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Independent School: A distinct type of private school that is 
independently governed by a Board of Trustees, and is supported primarily 
by tuition payments, charitable contributions, and endowment revenues. 
Independent schools do not depend on church funds or tax dollars for their 
support. Independent schools have distinct missions and may be 
coeducational, single-sex, boarding, and day schools. 
Induction Program: "A planned program intended to provide some 
systematic and sustained assistance, specifically to beginning teachers" for at 
least the first year of teaching (Lawson, 1992- pp.165). 
Satisfaction: Defined for the purposes of the NASSP School Satisfaction 
Surveys as the personal, affective response of an individual to a specific 
condition or situation experienced in the environment. 
Teacher Job Satisfaction: Satisfaction is defined, for the purposes of the 
NASSP School Satisfaction Surveys, as the affective response of an individual 
to a situation or condition in the environment (NASSP, 2001). Teacher job 
satisfaction is defined by Huling-Austin (1986) as the personal feeling or 
sense of fulfillment with the act of teaching. The literature revealed that there 
is widespread disagreement on all of the factors that contribute to job 
satisfaction among teachers, but that there is agreement about the significance 
of job satisfaction as a determining factor in teacher retention. 
Mentor: Defined as an individual serving in the capacity of teacher, role 
model, counselor, coach, and confidant for a new teacher. For the purposes 
of this study, the mentor is a veteran teacher paired with the new teacher for 
the purposes of providing support in an entry-year (and/ or second-year) 
program (Rowley, 1999). 
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New Teacher /Beginning Teacher: A teacher who has not taught before; a 
novice; one who has just completed training for the position of teacher. For 
the purposes of this study, first- and second-year teachers who met the above 
definition in their first year are studied. Other definitions that are found in 
the literature include teachers returning to teaching after a hiatus, and 
teachers new to the specific school or school district. 
Protege: Protege is the term used to describe the new teacher in a 
mentoring relationship with a veteran teacher assigned or volunteering as a 
mentor. Alternate terms found in the literature are mentee and novice 
(Rowley, 1999). 
Veteran Teacher: A teacher in a school for more than 2 years, including 
teachers who have taught in other schools or have returned to teaching after a 
hiatus, but who had taught for more than two years prior to the hiatus from 
teaching. 
These terms are defined for the purposes of this study through a 
review of the literature and research in the field focused on teacher job 
satisfaction, teacher attrition, and teacher induction. 
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CHAPTER2 
Review of the Literature 
Introduction 
In the review of the literature, the author defines relevant terms, including 
mentor, teacher job satisfaction, retention, attrition, induction program, 
independent school, and new or beginning teacher. A recent historical 
review of the development and implementation of programs designed to 
improve teacher retention, including mentor programs, is included. 
Additionally, included in the literature review is description of anecdotal and 
statistical analysis of trends in teacher retention and attrition in the last ten 
years. A review of the qualities of good mentors and standards for mentors is 
also included. 
From mythology we learn that a mentor is an individual with the qualities 
of leadership, wisdom, and knowledge. According to Homer's epic, The 
Odyssey, Mentor, the human incarnate of Athena, the Greek goddess of 
wisdom, was asked by Odysseus to be a guardian, tutor, and coach for his 
son, Telemachus, while Odysseus was away on his lengthy journey that 
included fighting in the Trojan Wars. In addition to traditional teaching that 
any tutor was expected to do, Mentor was responsible for developing 
Telemachus personally, professionally, and politically. Mentor also bore the 
responsibility for socializing Telemachus into the existing society in 
Odysseus's absence. History provides numerous other examples of 
mentoring relationships: Socrates and Plato, Aristotle and Alexander the 
Great, Merlyn and King Arthur, among them (Gehrke, 1988). Mentors are 
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prevalent in business and the professional world, particularly in law, 
medicine, and psychology. They often function as informal tutors who take a 
personal, quasi-parental interest in a less experienced colleague, or protege. 
Ryan (1986) noted that the loss of new teachers from the profession has an 
impact on effective teaching of students. Efforts at retention of new teachers 
in order to develop an effective, professional teaching force have focused, in 
part, on induction programs that include mentoring of novices to the field. 
A look at mentoring in the field of education finds various models 
emerging of the mentor- protege relationship. Mcintyre and Haggar (1996) 
described mentoring as a program of personal support and professional 
development that leads to improved teaching competence. Danielson (1999) 
claimed that mentoring has widespread impact on both the protege and the 
mentor. She made a case that mentoring helped new teachers face challenges 
and improve teaching practices, and it fostered the professional development 
of both the new teacher and the mentor. In a school setting a mentor would 
provide assistance to the new teacher in adapting to the school environment, 
and in understanding and complying with school procedures and acquisition 
of knowledge. 
Odell and Ferraro (1992) studied mentor effects on 160 new teachers by 
doing a 4-year follow-up study of two groups of K-5 teachers who had 
received yearlong support from mentors in a university I school partnership 
program. Of the 141 teachers who were located for the follow-up study, 100 
responded and completed surveys. The results of the study indicated that the 
role of mentors in education is multifaceted, and includes providing new 
teachers with an understanding of school or district philosophy, being a good 
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listener as new teachers describe problems and concerns in their initial 
encounters with students, and being able to foster self-esteem and self­ 
reliance in new teachers unsure about their ability. New teachers in the study 
indicated that all of the mentor roles were important, but the results of the 
study revealed that the new teacher participants most valued the emotional 
support provided by the mentors in the first year, but that this factor was 
followed closely by the support received in using instructional strategies in 
the classroom and in obtaining supplies for teaching. Brighton (1999) offered 
some thoughts from new teachers about what mentors should provide that 
would be positive and helpful: (a) to provide non-threatening feedback on 
teaching performance, separate from the formal evaluation process; (b) the 
mentor should be neither colleague nor supervisor, but someone who is 
recruited specifically for the position and who can detect the new teacher's 
needs and offer help; (c) provide new teachers with tiered expectations, 
creating a gradual induction into all of the professional duties of the job. All 
explications of the mentor - protege relationship described benefits for the 
new teacher that would open the door for professional fulfillment. 
Characteristics of New Teachers 
Educators developing mentoring programs for new teachers are engaged 
in efforts to understand characteristics of new teachers that impact the 
effectiveness of such programs. New teachers, fresh from teacher preparation 
programs, often are unrealistically optimistic. This unrealistic optimism is 
often dispelled quickly by reality shock when novice teachers face head-on 
the demands of teaching during their earliest experiences in the classroom. 
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This information is used to inform designers of new teacher-induction 
programs about the skills needed by mentors and the roles that mentors and 
proteges should play in the programs. 
Changes in teachers entering the profession in recent years have 
implications for the kind of induction programs they may need to help them 
become successful professionals. In 1984, approximately 3 % of new teachers 
began their careers after finishing a graduate program. In 1999, that 
percentage had grown to approximately 27%, and more than 50% of the 
teachers in that group were older people, entering teaching from occupations 
outside of education. The implications of these statistics are that the new 
teachers of this type are older than new teachers were previously, and so 
enter the profession with a different set of personal and professional 
characteristics - and needs - than do new teachers entering with an 
undergraduate degree fresh from a teacher preparation program (Ganser, 
2002). 
Colbert and Wolff (1992) stated that if we want to retain new teachers we 
must introduce them to the profession humanely, in ways that engender self­ 
esteem, competence, collegiality, and professional stature. The profession's 
historical failure at this process has led to alarming statistics such as those 
cited by Colbert and Wolff, that up to 50% of new teachers leave the 
profession within the first 5 years. The data on the annual turnover rates in 
teaching compared to other occupations provide stark evidence of the 
difficulty the profession has in holding onto teachers. The Bureau of National 
Affairs (1998) data indicated that the nationwide levels of departures from 
occupations other than teaching during the last decade have been 
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approximately 11% per year. The Teacher Follow-up Suvey (National Center 
for Educational Statistics, 1996) indicated that for the years between 1998 and 
2001 the annual turnover rate for teachers ranged from 13.2% to 17%. 
Teacher retention statistics for private schools are no better than those for 
public schools, despite the conventional wisdom that teacher turnover is 
highest at poor, urban public schools. 
The notion of inverse beginner responsibility in the teaching profession, in 
which new teachers have traditionally been assigned the heaviest teaching 
loads, the most difficult to teach students whom veterans chose not to teach, 
and are placed in the poorest, lowest performing schools, has been typical of 
the profession. The formalized induction programs, such as the California 
Formative Assessment and Support System for Teachers (CF ASST), are 
designed to address some aspects of this problem directly. In the CFASST 
program trained mentors help novice teachers plan lessons, assist them in 
gathering information about best practices, observe new teachers' classes, and 
provide constructive feedback in a collaborative atmosphere. The California 
Commission on Teacher Credentialing, which worked with other 
organizations in developing the program, found that among the approaches 
to supporting new teachers, the most effective ones highlighted the 
relationship between the new teacher and a veteran teacher who provided 
consistent support. It is unlikely, though, given the magnitude of beginning 
teacher attrition, that the presence of even accomplished mentors in the first 
year of teaching could alone increase beginning teacher retention (Odell & 
Ferraro, 1992). 
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New Teachers and School Culture 
Johnson and Kardos (2002) found that most new teachers hoped to find 
organized support and guidance in their schools, but only some found 
environments that addressed their needs directly. The environment in which 
new teachers find themselves in their schools has been termed professional 
culture. Professional culture includes the formal and informal structures that 
support new teachers and veteran teachers alike. These are norms of 
behavior and interaction among teachers, between teacher and institution, 
and the institutional and shared individual values (Liu & Kardos, 2002). 
These norms, this professional culture, have an impact on teacher retention, 
according to recent studies. 
Recent studies have shown that new teachers describe their schools in 
three different ways. The types of professional cultures described have been 
shown to have an impact on the teachers' perceptions of their schools and 
their satisfaction with their school placements (Johnson & Kardos, 2002). One 
of those descriptions has been called a veteran-oriented professional culture 
(Johnson & Kardos, 2002). These schools were not particularly 
accommodating to new teachers. Rather, they were characterized by a high 
proportion of veteran teachers on staff, and collegial, but not openly 
welcoming relationships among faculty. The new teachers in these types of 
professional cultures found that the veteran teachers were often highly 
skilled, but that there was no system and little effort made to share those 
skills and engage the new teachers in professional discussion. 
A second type of professional culture described by new teachers was 
termed a novice-oriented professional culture (Johnson & Kardos, 2002). 
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These schools had a high proportion of new, idealistic teachers, with little on­ 
the-job training and less experience. These schools offered new teachers little 
guidance in methodology and little opportunity to ask questions of teachers 
who could offer experience and expertise. It was not common in these types 
of cultures for new teachers to be offered access to professional development 
opportunities in which they could interact favorably with veteran teachers. 
The third type of professional culture described has been termed an 
integrated professional culture (Johnson & Kardos, 2002). These schools have 
a mix of veteran and new teachers, and actively encourage collegial 
interaction and professional exchanges. These types of schools involved new 
and veteran teachers in mentoring relationships that were described as being 
beneficial to both parties. Early evidence from research for The Project on the 
Next Generation of Teachers, by Johnson and Kardos (2002), indicated that 
new teachers working in these integrated professional cultures remained in 
teaching and in their public schools longer than did teachers who began their 
careers in either the veteran-oriented or novice-oriented types of professional 
cultures. It is clear from this study that the type of professional culture, and 
the availability of veteran teachers to serve in a collaborative, mentoring type 
of relationship with new teachers improves job satisfaction, and therefore has 
an impact on retention. 
A study of New Jersey public school teachers indicated that three quarters 
of new teachers were assigned experienced mentors during their first year of 
teaching (Liu & Kardos, 2002). The study revealed, though, that the 
experiences of new teachers with their mentors were not always satisfying. 
New teachers reported that they were observed by supervisory personnel, 
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but not by their mentors or other colleagues with significant teaching 
experience. And Liu and Kardos indicated that only 60% of new teachers 
listed "classroom instruction" as one of the topics most frequently discussed 
with mentors. One of the more significant findings in the study by Liu and 
Kardos was that 55% of new teachers in New Jersey reported that they 
"usually work alone." The type of culture in which teachers feel that they 
work in isolation, has been found to perpetuate the isolation that teachers 
experience and often cite as one of the reasons they do not feel satisfaction 
with their jobs. The Liu and Kardos study surveyed a random sample of first­ 
and second-year New Jersey teachers in the spring of 2001. The final sample 
of 110 teachers used to supply data for the study represented a fairly high 
response rate for a survey study of this type of 79%. Liu and Kardos noted 
that they over-sampled charter school teachers in order to create subgroup 
comparisons, and used sampling weights in their final analysis of the data to 
account for the over-sampling. 
Research has indicated that for mentoring to be useful to new teachers, it 
needs to be an integral part of the professional culture of the school. New 
teachers who are mentored within a culture that values their contributions 
and that provides ample opportunities to interact with and get feedback from 
veteran colleagues on professional practice, become more competent more 
quickly (Darling-Hammond, 1998). Bidwell (1965) and Lortie (1975) noted 
that organizations like schools, that have "production processes" that require 
extensive interaction among employees, depend upon commitment, 
continuity, and cohesion among the teaching faculty. High rates of teacher 
turnover, and professional cultures that interfere with the positive interaction 
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among faculty, hinder the interaction needed to make schools successful 
organizations. Teachers who work in collaborative environments are likely 
to report that they are satisfied with their jobs and that they are likely to 
remain in the profession. Even then, some researchers strike a cautionary 
note. Feiman-Nemser, Carner, Schwille and Yosko. (1999) noted that research 
shows that mentoring may actually perpetuate traditional norms and 
practices rather than promote high-quality teaching and innovative 
approaches to enhancing student learning. 
Mentors must meet new teachers' needs if the mentoring program is to be 
successful in providing a smooth transition from teacher preparation 
program to in-service learning and classroom teaching. Evertson and 
Smithey (2000) found that preparation of mentors was effective in ensuring 
great success for their proteges if, in fact, the definition of mentor success was 
tied directly to the protege' s success. Students in the classrooms of new 
teachers who worked with trained mentors displayed few incidents of 
disruptive behavior and were engaged in schoolwork during the class period. 
Evertson and Smithey (2000) compared the classroom practices of new 
teachers assisted by mentors who participated in a formal mentor program 
with mentor training, to practices of new teachers who were mentored by 
experienced teachers with no formal mentor preparation. The study's small 
sample (46 mentors and 46 novice teachers) means that the study results must 
be interpreted with caution, as the authors stated. Evertson and Smithey 
(2000) found that the presence of a mentor alone was not a significant factor 
in new teacher success, but that the mentor's knowledge and skill in being a 
mentor were significant factors. The study found that proteges of prepared 
25 
mentors scored better on ratings for motivating students and on ratings for 
establishing and implementing classroom rules, routines, and procedures 
than did proteges of mentors who did not have training. The training the 
mentors receive must support them in their ability to train proteges in 
essential aspects of successful teaching: establishing positive classroom 
routines, developing effective lesson plans, managing classroom behavior in a 
positive manner, and managing the myriad demands on the time of a new 
teacher. Of greatest significance in the Everton and Smithey study was the 
indirect positive impact of successful mentoring on student engagement in 
learning. Proteges of prepared mentors had significantly fewer students off­ 
task when observed for the study and had more students on-task during 
observation periods than did proteges of the mentors who were not trained. 
The researcher concluded that students in the classrooms of new teachers 
whose mentors were trained "seemed to have more initial success in their 
schoolwork," but the study report did not cite evidence to support that claim 
(Evertson & Smithey, 2000, p.302). The claim that the "findings are especially 
significant because of the student effects" is exaggerated given the limited 
findings in this area (Evertson & Smithey, 2000, p.303). The Evertson and 
Smithey study did not look at how well new teachers sustained improved 
practice over the course of a school year. The student effects that the study 
did document were indirect effects of the mentoring program. The 
researchers were able to comment most strongly on advantages of trained 
mentors in helping proteges on issues related to starting the school year well, 
that translated into documented gains in terms of student engagement in the 
classroom. 
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Feiman-Nemser (2001) studied the work of one exemplary mentor to 
describe the types of practices that would help to improve the teaching of 
proteges and the learning of students in new teachers' classrooms. She 
described how new teachers' concerns are developmental in nature, in that 
they move from concerns about self, to concerns about teaching, and then 
finally to concerns about students. The exemplary mentor focused first on 
students. According to Feiman-Nemser, the exemplary mentor used 
information about how students think in the teacher's classroom and how 
they make sense of the material being presented in order to provide feedback 
to the new teacher. This information about student thinking was gathered by 
direct contact with students and was then shared with the new teacher. 
According to Feiman-Nemser, this sharing of information about the students 
created a neutral ground for discussion between the mentor and the protege 
in that it did not focus directly on the teaching or the teacher. In addition, 
this successful mentor modeled thinking about teaching for the new teacher, 
thinking about how the actions of the teacher in the classroom impact the 
thinking and understanding of the students. Feiman-Nemser's study 
employed 10 hours of interviews with the exemplary mentor, as well as 10 
hours of observational data gathered over four separate visits. While Feiman­ 
Nemser's observations of a mentor who used information about how 
students think is an interesting avenue for further research, it is difficult to 
draw conclusions from this work as only one mentor was observed and the 
observation and researcher interaction with the mentor were extremely 
limited (only 10 hours of observation and 10 hours of interview). 
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New Teachers in Private Schools 
Efforts at teacher retention that include mentoring as part of induction 
programs must have, as their ultimate goal, the improved learning of 
students. While it can and has been assumed that retention of teachers will 
lead to improved instruction (Ryan, 1986), thus leading to improvements in 
student achievement, those assumptions must be borne out in research. 
Wong (2004) (as cited in Greenwald, Hedges, and Laine ,1996), indicated that 
teacher qualifications are directly tied to student achievement. Darling­ 
Hammond & Youngs (2002), (as cited in Ferguson and Ladd,1996) found that 
gains in student achievement were significantly influenced by the quality of 
the student's assigned teacher, along with other factors, such as class size. 
Wong (2004) noted that William Sanders' value-added research in Tennessee 
found that students who had the most effective teachers for 3 consecutive 
years had achievement gains that were 54% greater than those for students 
who had the least effective teachers. 
Darling-Hammond (2000) examined the ways in which teacher 
qualifications, among other school factors, are related to student achievement. 
Using data from the 1993-94 Schools and Staffing Surveys (SASS) and the 
National Assessment of Educational Progress (NAEP), and reviewing other 
studies, Darling-Hammond found that the number of credits of mathematics 
methods courses a teacher completed was a stronger correlate of student 
performance in mathematics than was the number of credits in mathematics 
courses the teacher completed. In addition, similar positive effects on student 
mathematics and science achievement was found for the teacher education 
coursework that was completed. Darling-Hammond found that the states 
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that consistently lead the nation in student achievement in mathematics and 
science, such as Minnesota, have developed rigorous systems for hiring and 
evaluation, and have pioneered beginning teacher mentoring programs. 
North Carolina, the state that posted the largest gains in the 90's in 
mathematics and reading achievement as measured by NAEP scores, 
reformed their teacher preparation requirements, and among other steps, 
launched a beginning teacher mentoring program. Darling-Hammond 
concluded that the effects of well-prepared classroom teachers on student 
achievement could be stronger than the effects of student background factors. 
The study used the SASS data derived from surveys from 65,000 teachers, 
13,000 principals, and 5,600 district personnel. Darling-Hammond noted that 
SASS was designed to provide reliable estimates of school characteristics. 
Darling-Hammond noted some of the limitations inherent in the NAEP data, 
such as the sensitivity to differences in populations of students taking tests 
when examining changes in average state test scores. The study is also 
limited by aggregating data to the state level, making it difficult to make 
generalizations about the individual school, district, or teacher level. 
The Council for American Private Education (CAPE) stated that private 
schools treat teachers as professionals, giving them measurable autonomy 
and independence in matters of instruction, and direct and significant 
involvement in curriculum development and implementation (CAPE, 2002). 
In a study released in 1999 by the National Center for Education Statistics 
(NCES) called Progress Through tlze Teacher Pipeline, private school teachers 
indicated that they were typically more satisfied with their jobs than did 
teachers in public schools. The study followed a sample of approximately 
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11,200 men and women who earned bachelor's degrees between July 1992 
and June 1993. It used data from follow-up interviews in 1994 and 1997, and 
so included data from sample members who participated in both follow-up 
interviews. The extremely large sample and the ability to follow the sample 
members over time contribute to the quality of this study. The NCES study 
found that one in five individuals who received bachelor's degrees in 1992- 
1993 and who had started teaching after college had left the profession 
without returning by the follow-up interview in 1997. Teachers who 
participated in the study were asked how satisfied they were on six aspects of 
teaching: student motivation to learn, the school learning environment, 
student discipline and behavior, class size, parent support, and society's 
esteem for the teaching profession. The study indicated that 42% of private 
school teachers, but only 23% of public school teachers, stated that they were 
"quite satisfied overall" with their jobs during the most recent semester of 
teaching. This difference in the level of satisfaction between private school 
teachers and public school teachers held true regardless of which of the six 
aspects of satisfaction was examined. The report revealed that private school 
teachers reported a far higher level of morale than did public school teachers, 
and greater sense of being appreciated and respected. 
A Sense of Calling: Who Teaches and Why, a report from Public Agenda 
(Farkas, Johnson, & Foleno 2000), reported on a telephone survey of 664 
public school teachers and 250 private school teachers who had 5 or fewer 
years of experience. The study used a random sample of public school 
teachers who had taught at their schools for 5 years or less, drawn from a 
comprehensive list of U.S. public schools. Of the 250 private school K-12 
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teachers surveyed who had been teaching for 5 years or less, 125 were 
teaching in independent schools and 125 were teaching in Catholic parochial 
schools. The same sampling and screening procedures were used for the 
public school and private school teachers. The study also included focus 
groups with young teachers in both public and private schools, three with 
public school teachers under the age of 30, and one with private school 
teachers under the age of 30. In the study were 253 public school 
superintendents and 258 public school principals. The lack of private school 
administrators in the sample makes it difficult to generalize the responses of 
administrators to survey questions to private schools. 
The Public Agenda report (Farkas, et al., 2000) indicated that 9 in 10 (90%) 
of teachers surveyed from all types of schools responded that teaching 
requires more talent and hard work than many other professions. They 
further indicated that enthusiasm for the job was essential to doing the job 
well and sticking with the job. Almost half (45%) of new teachers surveyed 
for the report, though, indicated that the teacher training programs in which 
they participated were only fair or poor. Six in ten (60%) stated that most 
new teachers are not properly prepared to take over the classrooms they are 
given to run in their first teaching assignments. School administrators and 
superintendents expressed even more strongly that teacher preparation 
programs fall short in preparing new teachers for the difficulties of 
maintaining discipline in classes (68% of superintendents and principals 
surveyed) and dealing with the pressures and stress of teaching (75% of 
superintendents and principals surveyed). The presence of certification 
requirements, according to the survey results cited in A Sense of Calling, do 
-----·--- ---- --- 
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not guarantee a more prepared or competent teacher. While 92% of teachers 
surveyed for the report were certified, only 26% responded that being 
certified means that a teacher "has what it takes" to be a good teacher. A 
majority of the teachers surveyed (55%) stated that being certified only 
guarantees a minimum of necessary skills, while 17% noted it actually 
guarantees very little. Fully 90% of the school administrators surveyed stated 
that being certified guaranteed either the minimum of skill or very little. 
While many private school teachers are certified by state or local 
certification bodies, independent schools, as a special type of private school, 
generally do not require that their teachers be certified. These independent 
schools are non-profit, tax- exempt organizations that maintain fiscal 
independence from church or tax dollars. They are approved by a recognized 
evaluation process (for example, by the Middle States Association of Colleges 
and Schools) and are governed by an independent board of trustees. The 
National Association oflndependent Schools (NAIS) listed 952 member 
schools in the 2001-2002 school year, that employ almost 54,000 teachers. In 
June 2002, Secretary of Education Rod Paige stated that verbal ability and 
content knowledge are the most important attributes of successful teachers. 
In the Secretary's report to Congress he cited evidence documenting a 
connection between a teacher's verbal and cognitive abilities and student 
achievement (Paige, 2002). Research has found that teachers' verbal 
aptitude test scores are associated with their students' verbal achievement 
(Henke,Chen, Geis & Knepper, 2000), and that teachers' mathematics 
achievement is associated with their students' mathematics achievement 
(Monk, 1994). The National Center for Education Statistics (2000) indicated 
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that although private schools attract 13% of first-time teachers, they hired 
26% of the teachers who had college entrance examination scores in the top 
quartile. Further analysis indicated that the average composite SAT scores of 
those who taught in private schools was 100 points higher than that of 
teachers who taught in public schools. Teachers at independent schools are 
hired in a highly selective process that yields teachers with strong subject area 
preparation. While private school teachers are usually paid less than public 
school teachers, they are more likely to report that morale in their school is 
high (49% vs. 28%), and 86% of new private school teachers reported that 
they feel respected and appreciated, as compared to 66% of new public school 
teachers who reported that they feel respected and appreciated (Farkas et al., 
2000). 
Teacher Job Satisfaction 
According to Shann, teacher job satisfaction is a determinant of teacher 
commitment and retention, and has direct bearing on teacher and school 
effectiveness. Shann (1998) used data from a 3-year project on school 
effectiveness, looking specifically at teacher job satisfaction in urban middle 
schools. The teachers who participated in the study determined which 
aspects of job satisfaction to include in the questionnaire, contributing, 
according to Shann, to the validity of the items on the teacher job satisfaction 
questionnaire. The results of the study indicated that for the middle-school 
teachers who participated, the teacher-student relationship was most 
important in contributing to job satisfaction. Among the least satisfied 
teachers in the study, job security was the second most important factor. The 
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study also revealed that major factors in teacher job satisfaction were the level 
of student achievement and the teachers' participation in decision-making. 
While mentoring could be seen to have an impact on the development of a 
positive student-teacher relationship, it is questionable whether it could have 
a real impact on the decision-making practices of the school. 
There are difficulties in measuring what contributes to job satisfaction. 
Studies have found group differences in the factors that contribute to teacher 
job satisfaction according to demographic factors, experience, and position. 
Despite this difficulty in measurement, researchers have linked a number of 
aspects of job satisfaction to teacher retention, including mentors' emotional 
support (Odell & Ferraro, 1992), and collegial support leading to improved 
teacher morale (Zigarelli, 1996). 
Zigarelli's (1996) research is particularly interesting, as he studied the 
impact of effective schools variables, among them the type of school 
atmosphere in which teachers work, upon student achievement. Zigarelli 
used the National Educational Longitudinal Study (NELS) of 1988 to assess 
the effects on student achievement of six effective schools variables. He used 
1,100 public schools in his own research, and although he acknowledged that 
the existing research supports a school environment effect on student 
achievement, he did not find a significant impact of any of the effective 
schools variables upon student achievement. He did cite as a limitation of his 
study the fact that school environment variables were not available in the 
data that he used from the NELS. He also stated that upon further regression 
analysis of his own, student achievement seems to be more a function of 
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student and family variables than school variables, but that school effects do 
exist, one of those effects being the culture in which teachers work. 
While there is not widespread agreement among studies about all the 
factors that contribute to job satisfaction, it is apparent from research on 
school effectiveness that there is a positive relationship between a teacher's 
personal investment and commitment to teaching and the effectiveness of the 
school. In turn, Shinn and Reyes (1995) found that teacher commitment is 
determined by teacher job satisfaction, and so urged school administrators to 
design programs that addressed issues of teacher job satisfaction before they 
focused on efforts to engender commitment to the school. These programs, 
given current research and trends, are likely to include mentoring for new 
teachers. 
Hall, Pearson, and Carroll (1992) studied 416 public school teachers in a 
large urban school district in Florida, and compared teachers who were 
contemplating leaving the profession with teachers who planned to continue 
teaching in order to determine the factors that contributed to their decisions. 
Hall et al., found that the teachers who planned to stay in teaching reported 
greater satisfaction with their current jobs, less perceived job stress, and 
greater satisfaction with salary than did those who reported that they did not 
plan to stay in teaching as a career. They also found that the teacher who 
intended to remain in teaching had more positive attitudes toward the school 
administration and toward the career of teaching in general. The teachers 
who planned to quit teaching expressed less satisfaction with their current 
jobs and salary and more negative attitudes toward school administration. 
The researchers did note that perceptions are not reality, but they also stated 
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that their study indicated that perceived teacher job satisfaction directly 
influenced job performance and attrition. 
Louis Harris and Associates (1995), in a 10-year update of their 1984 study 
of over a thousand public school teachers, found that, in general, teachers' 
outlook had changed for the better regarding their satisfaction with career 
choice, and pay had steadily improved. However, they found that conditions 
for urban teachers had gotten steadily worse; they found that urban teachers 
were less positive in their assessment of personal recognition, less satisfied 
with the curriculum in their schools and the academic standards, and more 
concerned about the funding of their schools than were teachers in suburban 
or rural schools. Farkas, et al., (2000) found that while salary is important to 
teachers, it is far from the most important characteristic that teachers said 
would enhance the teaching profession. In their study, teachers more often 
cited schools with significantly better student behavior and parental support, 
and schools with administrators who are strongly supportive and colleagues 
who are committed to their work, as more important factors than 
significantly higher salary in choosing a school in which to teach. These 
findings, along with those of Colbert and Wolff (1992), who found that high 
teacher turnover and attrition, especially among new teachers, is expected in 
large urban schools because of lack of support for new teacher programs, 
lend support for creation of induction programs in all types of schools. 
Mentoring and Teacher Induction Programs 
According to Lawson (1992), induction refers to a planned program 
intended to provide some systematic and sustained assistance, specifically to 
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beginning teachers for at least 1 school year. The emphasis in these programs 
is on prior planning and the formal structure of the program's activities. The 
traditional opening of school orientation meetings and scheduled observation 
and evaluation of beginning teachers do not define an induction program. 
Induction programs provide a form of mediated entry into new schools for 
beginning teachers. They offer personal support systems for new teachers in 
both the social structure of the school and the school philosophy. The 
induction programs help teachers develop "tricks-of-the-trade," that lead to 
immediate beneficial effects for students (Huling-Austin, 1989). 
Wong and Asquith (2002) noted that for every teacher who leaves the 
profession within the first 3 years, the taxpayers in a Louisiana school district 
with a model induction program lose $50,000. Beyond the financial cost to 
the taxpayers is the presumed cost in learning to students Effective 
induction programs that include mentoring of new teachers can cut the 
attrition rate significantly. They report that before the FIRST (Framework for 
Inducting, Retaining, and Supporting Teachers) program, the Lafourche, 
Louisiana district was losing more than 50% of its new hires. In 6 years since 
the introduction of the new program, that percentage was reduced to 7% of 
new teachers leaving the profession. The induction programs that work, like 
FIRST, involve sustained professional development, whether one-on-one 
from a trained mentor or in workshops developed by the school's trained 
veteran faculty. 
In a comparison of six Wisconsin mentoring programs for beginning 
teachers, Ganser and Koskela (1997) found that successful programs have 
some similar features in common: they extend for a full year, and the mentor 
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training that occurs intensively early in the school year is followed up by 
structured check-ins and continuing training as need arises. 
Research shows that the first 5 years of teaching are a transition period, 
from novice to established teacher, but that the first 2 years are critical to the 
development of competence. It is during the early stages of this transition, 
during which new teachers are developing skills and knowledge, that they 
are also developing a sense of effectiveness in their profession. Sergiovanni 
and Starratt (1998) stated that several school culture factors contribute to new 
teachers' sense of efficacy, motivation, and commitment: a supportive school 
climate, an environment that promotes shared decision making, a collegial 
atmosphere, and a school culture that provides a sense of purpose and shared 
values for teachers. New teachers need an environment in which mentoring 
is not just an opportunity for the mentor "show the teacher the ropes," but is 
a two-way exchange of information and learning. When veteran teacher 
mentors and beginning teachers share their ideas and practices, the benefits 
may be reciprocal. The new teacher gains a sense of what it takes to plan and 
execute a lesson, and learns about the culture and philosophy of the school. 
The veteran teacher serving as the mentor has the opportunity to reflect on 
his or her teaching and strategies in light of the fresh perspective of the new 
teacher (Woods & Weasmer, 2002). 
Kardos, et al. (2001) reported that new teachers in certain professional 
cultures described the most positive mentoring relationships as those in 
which the relationship between new teacher and mentor is reciprocal. The 
reciprocal relationship is one in which the mentor and protege interact 
consistently, beyond the regularly scheduled mentor meetings, and discuss 
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each other's impressions and feelings about the school day and the 
profession. In the integrated professional culture, claimed by Johnson and 
Kardos (2002) to be the best for new teachers, the veteran teachers who served 
as mentors and the new teachers worked in ways that their daily lives 
intersected repeatedly. These intersections occurred in mentoring time, in 
collective planning, in professional development, and in in-service 
interactions on the craft of teaching, and in committee work meant to 
strengthen and advance the school. The study by Kardos, et al. (2001) 
collected interview data from 50 first- and second-year public school teachers 
in Massachusetts. The sample was built to attain balance in gender, ethnicity, 
race, and age of participants. The data collection involved a single tape­ 
recorded interview with each participant, and the protocols were designed to 
get the new teachers' perceptions of their experiences of being a novice. 
Multistaged coding was used to analyze the transcribed interview data. 
While the data collection and analysis for the study are sound, and the 
sample allowed for ease of data gathering, the sample, limited to only public 
school teachers in Massachusetts, does not allow for generalization to all new 
teachers in all settings. 
While the professional literature generally emphasizes the benefits of 
mentoring programs for the new teachers, facilitators of mentoring programs 
and researchers are beginning to recognize the benefit derived by veteran 
mentors who participate in the programs (Holloway, 2001). Mentor teachers 
have noted that as they assist novice proteges to teach well, the mentors also 
improve their own professional practice (Gordon & Maxey, 2000). It is an 
essential factor in teacher job satisfaction for all teachers to feel connected to 
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their school culture, and to have the sense that they have continued their 
professional growth and have contributed to the school culture. 
A goal of school administrators is to create schools that are learning 
environments in which new teachers feel safe to develop and implement 
various strategies, and in which their input into decisions about teaching and 
learning are valued (Sergiovanni & Starratt, 1998). With this goal in mind, 
and the need to intervene to change the course of teacher attrition, educators 
have designed mentoring programs of various types. In the majority of 
programs the matching of veteran teacher and new teacher occurs before the 
two meet and establish a personal relationship (Rowley, 1999). While this 
type of matching may present unique problems of its own, essential to the 
success of any mentoring program are the standards for the program and the 
training of the mentors. 
One basic agreement among educators involved in designing mentoring 
programs is that success depends upon systemic support for the mentoring 
program (Halford, 1998). This systemic support begins with the commitment 
from school/building level leaders, who must believe in the need to help the 
new teachers. One critical element of such systemic support cited by 
participants in programs is scheduling of release time for meetings between 
mentor and protege. Systems that lack such scheduling accommodations 
relegate the essential meeting time between new teacher and mentor to after 
school or during what would otherwise be planning periods for both parties. 
In addition to the release time for mentors and new teachers, other 
researchers and program participants have mentioned the importance of 
incentives for mentors to the success of the programs. Financial 
40 
remuneration and/ or credit hours for the time commitment made by mentors 
are elements found in many programs. Beginning teachers have noted that 
understanding that the mentor was being paid for his/her duties relieved the 
new teacher from feeling that there was some imposition when he or she 
needed the mentor's time. Research has found, too, that mentor teachers cite 
benefits of their participation in the programs. These include increased self­ 
esteem, opportunity to reflect on their own professional practice, and richer 
professional and collegial interactions (Wollman-Bonilla, 1997). 
The Mentoring Leadership and Resource Network (MLRN) of the 
Association of Supervision and Curriculum Development has published 
tentative standards for mentoring programs that serve as broad guidelines for 
educators designing school programs (Dagenais, 2002). These standards were 
based upon an analysis of survey information provided by mentoring 
program leaders. The standards were based upon the idea that mentoring 
programs should be designed with a clear vision of the scope of the program 
in mind, and that the expectations for all participants should be clearly stated. 
In relation to the idea of tangible incentives, the second standard stated that 
mentoring incentives should be appropriate to the circumstances. These 
incentives may include release time, peer support for the mentor, training, 
and financial support. It is important to note that the first benchmark in this 
standard is that intrinsic desire should be the fundamental motivating factor 
for the mentor. Another important standard mentioned by the MLRN is that 
strategies for mentor selection and matching should be carefully planned, and 
that the criteria for selection of mentors should be clearly defined and 
publicized. Crucial to the effectiveness of any program is the standard that 
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information regarding the effectiveness of the mentoring experience should 
be collected, analyzed, and evaluated. The standardization of these efforts 
included design of rubrics for evaluation of information, and that assessment 
approaches are designed to be specific to the mentoring experiences of the 
program. The standards created by the MLRN are proposed for use by both 
those designing new mentoring programs and for those educators evaluating 
the effectiveness of current programs. 
The purpose of most mentor programs is clear: to help the novice teacher 
develop technical teaching skills, to learn the procedures specific to the 
individual school and district, and to develop self-confidence in the crucial 
first year of teaching. In addition, the programs were designed to help new 
teachers become part of the school culture and to develop a positive attitude 
about teaching as a profession. Based on a study of two groups of beginning 
elementary school teachers from 76 schools, Odell and Ferraro (1992) noted 
that the quality of the first teaching experience is the most heavily weighted 
factor influencing teacher retention. 
Rowley (1999) described qualities of a good mentor in helping school 
administrators design effective programs for aiding beginning teachers. 
Among the qualities was that a good mentor is highly committed to the task 
of helping new teachers, and believes that he or she has the skills and ability 
to positively influence the lives of the new teachers. Second, a good mentor 
does not reject or judge new teachers as being poorly prepared, 
overconfident, or defensive. The good mentor is accepting of the new 
teacher. Vital to the success of the mentoring program is the idea that a good 
mentor is able to provide skilled coaching designed to improve the new 
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teacher's classroom instruction. Inherent in this statement about a good 
mentor is the idea that schools will provide ample time for mentors and 
proteges to observe each other's teaching. 
Evertson and Smithey (2000), in their field study of mentoring effects on 
their protege's classes, found that the presence of the mentor was not enough; 
the mentor's knowledge and skills as a mentor were crucial to the success of 
the mentor-new teacher relationship, and to the success of the new teacher in 
the their first classroom assignment. The study found that well trained 
mentors used better conferencing skills with their proteges, and so were 
better able to determine their needs. 
Rowley (1999) noted that good mentors should be models of lifelong 
learners. They should be comfortable in sharing, in a collegial way, 
knowledge about teaching practices, articles from professional journals, and 
other sources of information that will help increase the professional 
knowledge base of the new teacher, and will challenge the new teacher in a 
positive way. In addition to the monetary benefit that mentors may derive 
from participation in a mentoring program, good mentors often derive other, 
less tangible benefits. They are challenged to reflect on their own teaching 
practices and their own attitudes in light of those brought by their novice 
proteges. They may seize the opportunity to experiment with new practices 
and to work in collaboration with other teachers, beyond the novice teacher 
with whom they are working intimately in the mentoring relationship. The 
mentor has the opportunity to exercise leadership by explaining school rules 
and regulations, and school traditions. Leadership skills can be built through 
structured professional development, as well as through experience in 
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classroom observation and coaching techniques. It is not uncommon for 
mentors to move into other leadership roles in their schools after their stints 
as mentors (Huling-Austin, 1989). Good mentors share a sense of hope and 
optimism about teaching, which may lead to their own renewal along with 
instilling a positive attitude towards the profession in the new teacher. 
Feiman-Nemser and Parker (1992) studied two existing programs for 
beginning teachers to study how mentoring functioned in the context of two 
school systems, one in the Albuquerque, New Mexico Public Schools, and the 
other in Los Angeles Public Schools. They noted that it is important to draw 
the distinction between the social support that a mentor offers the new 
teacher, and the professional support that advances the new teacher's 
knowledge and practice. While both are important, they maintain that the 
crucial aspect of mentoring programs is in their potential to foster among 
new teachers an inquiring attitude toward teaching and a critical eye toward 
developing standards for good teaching practice. The researchers concluded 
that the way mentors view their roles impacts the long-term effectiveness of 
the mentoring program in which they participate. Those mentors who view 
their role as helping the novice teacher fit comfortably into the school setting 
and to learn to teach with minimal upset or disruption take a short-term 
perspective on the job of mentor. They see their role diminishing as the new 
teacher gains more experience in the classroom and more confidence. 
Mentors who take on an educational role in which they continue to work at 
advancing the new teacher's knowledge base, help new teachers discover 
student thinking and develop sound bases for their teaching practices. These 
mentors have a longer view of the role of mentor. Effective mentors are those 
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who see their roles as agents of change, breaking down barriers and fostering 
a culture of collaboration. Programs that include this type of mentorship 
create opportunities for conversations among teachers about best practices, 
and schools become learning communities that include veterans and novices 
equally. 
Ryan (1986) noted that the loss of new teachers from the profession has an 
impact on the effective teaching of students. The loss of new teachers has 
contributed to the move to create alternative certification policies for public 
school teachers. Ganser (2002) found that the number of teachers with 
emergency, temporary, and provisional certification has increased. He noted 
that in California, in part due to the legislation to limit class size in 
kindergarten and early elementary school, thousands of teachers with these 
types of certification were employed in classrooms. These teachers, whose 
preparation for the classroom generally falls short of those from graduate 
teaching programs and with standard certification, would be most in need of 
supportive mentor programs. Ganser noted that, "good teachers are the heart 
of the human capital of every school district and the single most important 
factor in predicting student success" (p.27). 
The National Association of Independent Schools reports that more than 
80% of member independent schools have a mentoring program in place for 
new teachers. Many of these programs are tied directly to ongoing 
professional development, even beyond the new teacher's first year of 
teaching. Further, many such programs also include what Gordon and 
Maxey (2000) describe as an important ingredient of a successful Beginning 
Teacher Assistance Program (BTAP), ongoing support for mentors through 
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seminars, training extension, and study groups. Smith (1993) found that 
mentors in quality Beginning Teacher Assistance Programs (BTAP) viewed 
collegial interaction and support from school administrators as vital to the 
new teachers and to the mentors. 
The reports of education organizations and news services that project the 
need for millions of new teachers in the next decade, combined with the 
alarming rates of teacher attrition documented over recent years, present the 
profession with challenges. As Shann (1998) noted, teacher job satisfaction 
had been shown to be a predictor of teacher retention in middle schools. 
Teachers in Shann's survey indicated that their greatest concern in 
determining level of satisfaction with their jobs was the quality of the teacher­ 
student relationship. Among other factors were the extent of their 
involvement in decision-making and the level of student achievement. 
Woods and Weasmer (2002) found that teachers who assume some leadership 
role and who have a voice in creating organizational goals and moving the 
organization toward attainment of the goals have increased commitment to 
the organization and enhanced job satisfaction. Veteran teachers who take on 
the responsibilities of mentoring beginning teachers are also found to have 
increased commitment to the organization and enhanced job satisfaction. 
Beginning teachers in a mentoring relationship or part of a formal mentoring 
program have been found to benefit from the collegial interaction. The ability 
of the education community to develop strategies and programs that address 
the challenges of attracting and retaining teachers in the profession is crucial 
to the success of schools and student achievement. 
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CHAPTER3 
Methodology 
This study was designed to gather and analyze data about the relationship 
between participation in a formal mentoring program and perceived job 
satisfaction of new teachers in independent day schools, and to delineate 
some of the aspects of mentor programs that new teachers found most 
beneficial. The study used a survey instrument distributed to a sample of 
teachers from independent day schools in the states of New Jersey and New 
York. The schools were chosen from the lists of member schools of the New 
Jersey Association of Independent Schools (NJAIS), the New York State 
Association of Independent Schools (NYSAIS), and the list of New Jersey and 
New York member schools of the National Association of Independent 
Schools (NAIS). The study included new teachers from 12 coeducational and 
single- sex day schools. The data were analyzed to determine if any 
differences were found between the results from the group of new teachers 
with mentors and the new teachers without mentors and were further 
analyzed to delineate differences between the mean levels of perceived 
satisfaction of the subgroups in the study and the data from the national 
normative study as reported in the Technical Manual for the School Climate 
Survey of the Comprehensive Assessment of School Environments 
(Halderson, Kel1ey, Keefe & Berge, 1989). 
The primary research question for the study was: (a) Does a mentoring 
program influence the job satisfaction of first- and second-year teachers in 
independent schools? For the purposes of this study, beginning or new 
teachers were defined as first- and second-year teachers. This definition is 
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consistent with research that indicates that new teachers develop through 
stages, and that teacher attrition is highest within the first 2 years of teaching. 
Other questions related to this research focus included: 
(b) What aspects of perceived job satisfaction were most impacted by 
mentoring, as reported by new teachers? ( c) How do teachers who 
participated in the mentoring program perceive the impact that program had 
on their level of satisfaction with their jobs? 
Participants 
The independent schools selected for inclusion in the study are members 
of the National Association of Independent Schools (NAIS) and/ or the New 
Jersey Association of Independent Schools (NJAIS), and/ or the New York 
State Association of Independent Schools (NYSAIS). The administrators and 
governing boards of member schools have agreed to abide by a set of rules 
and standards related to hiring practices, governance, and student 
admissions. They must also meet the basic requirement of being not-for­ 
profit institutions. A preliminary telephone contact, for purposes of 
introduction of the researcher, was made with the Head of each school, 
followed by a letter of introduction seeking permission to survey teachers at 
the school. 
The survey instrument was mailed for distribution to administrators 
designated by Heads of School at a total of 12 independent day schools in 
New Jersey and New York. In all, 127 surveys were mailed to the schools. 
The designated administrators were asked to distribute the survey 
instrument, with accompanying cover letter of explanation and stamped 
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return envelope, to the mailroom or secretarial staff at the participating 
schools, for subsequent placement in mailboxes of all new teachers at the 
participating schools. Survey instruments and cover letters of explanation 
with stamped return envelopes were also distributed for completion by 
teachers who had not participated in mentor programs. At no point did 
school administrators at any of the participating schools have any contact 
with teachers regarding completion of the survey instruments. The 
completion of the survey by new or veteran teachers was dependent upon 
their independent choice when they found the survey in their school 
mailboxes. The analysis group for the study consisted of those first- and 
second-year teachers at the independent day schools in New Jersey and New 
York who completed and returned the surveys, among the total new teachers 
who received surveys at the designated schools. 
The teachers were surveyed about their perceived satisfaction with 
various aspects of their job as teachers. They were also questioned about 
their participation in the mentoring program and their impressions of various 
aspects of the program. The survey was also distributed to the population of 
new teachers from the participating schools who had not participated in a 
mentoring program. The perceived job satisfaction of first- and second-year 
teachers who were not in a mentoring program was then compared with the 
perceived job satisfaction of the new teachers who were in the mentoring 
program. 
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Survey Instrument 
The survey used to measure perceived teacher job satisfaction gathered 
relevant demographic information and information on 56 items that have 
been shown to be closely related to job satisfaction among teachers. The 
researcher used a teacher satisfaction survey instrument developed by the 
National Association of Secondary School Principals as part of the 
Comprehensive Assessment of School Environments (CASE). The survey 
was developed by Schmitt and Loher (2001) at Michigan State University. 
The readability level of the Teacher Satisfaction Survey is Grades 11  - 13. 
Participants were asked to complete a biographical cover sheet with the 
following demographic information: gender, years of service at the school, 
affirmation of participation in a formal mentoring program. Each survey was 
coded by the researcher prior to mailing to allow the researcher to determine 
size of school in terms of student enrollment, grade configuration of the 
school, and whether the school was single-sex or coeducational. Part II of the 
survey consisted of the 56 multiple choice items related to teacher job 
satisfaction, scored on a Likert-type scale of one to six. The scale of responses 
on the survey was as follows: (1) very dissatisfied with this aspect of the school, (2) 
dissatisfied with this aspect of the school, (3) neither satisfied nor dissatisfied with 
this aspect of the school, ( 4) satisfied with this aspect of the school, ( 5) very satisfied 
with this aspect of the school, ( 6) don't know how I feel about this aspect of the school. 
Satisfaction, for purposes of the NASSP School Satisfaction Surveys, was 
defined as "the personal, affective response of an individual to a particular 
situation or condition in the environment" (pp. 5,1989). The component 
dimensions of satisfaction on the Teacher Satisfaction Survey (Schmitt & 
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Loher, 2001) were developed through teacher inventories as reported in 
available literature and from principal surveys conducted by the National 
Association of Secondary School Principals (NASSP). Items were written for 
the dimensions of satisfaction using task analysis, interviews, and by 
reference to other surveys. Fit of items to the dimensions of satisfaction was 
tested, and the surveys were piloted with teachers in two public school 
districts. The instruments were then refined based upon how each item 
measured the construct of satisfaction and how well it correlated with other 
items that measured the same dimension (Halderson, Kelly, Keefe, & Berge, 
1989). After the developmental pilot study, the instrument was subjected to a 
national field test and a norming study. The survey instrument was 
administered to more than 1500 teachers for the national and normative 
studies. 
The Teacher Satisfaction Survey (Schmitt & Loher, 2001) instrument 
collects data about teacher perceptions on nine subscales: 
1 .  Administration: Teacher reactions to administrator behaviors of 
concern, support, feedback, supervision, and praise for teachers' 
efforts. 
2. Compensation: Teacher satisfaction with salary, fringe benefits, and 
job financial security. 
3. Opportunities for Advancement: Teacher satisfaction with 
opportunities for career advancement through promotion or 
professional development for career roles. 
4. Student Responsibility and Discipline: Teacher satisfaction with 
student conduct and disciplinary practices in the school. 
5 1  
5. Curriculum and Job Tasks: Teacher satisfaction with the school 
program and teacher workload. 
6. Co-workers: Teacher satisfaction with the personal and professional 
characteristics and behavior of colleagues. 
7. Parents and Community: Teacher satisfaction with the levels of 
involvement and support provided by parents and community. 
8. School Buildings, Supplies, and Maintenance: Teacher satisfaction with 
the quality and availability of supplies and with the adequacy and 
maintenance of the buildings and grounds. 
9. Communication: Teacher satisfaction with the accuracy and 
availability of information about important school and district events 
(NASSP, 2001). 
The reliability of the Teacher Satisfaction Survey of the Comprehensive 
Assessment of School Environments (CASE), (Schmitt & Loher, 2001) has 
been estimated by calculating internal consistency coefficients (Cronbach's 
alpha) for each subscale using data collected in pilot and normative studies. 
The average reliability estimate of the Teacher Satisfaction subscales was 0.88, 
with a range from 0.80 to 0.93. The survey items can be subdivided to create 
nine distinct subscales that delineate satisfaction with particular aspects of the 
job, and that have the reliability range stated above: student responsibility & 
discipline, curriculum and job tasks, co-workers, parents and community, 
school building, supplies, & maintenance, administration, compensation, and 
communication. 
Validity is the extent to which an instrument actually measures what it 
purports to measure. Content validity is the extent to which items on a scale 
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represent the domains of interest. Task force members developed the 
satisfaction instrument after an extensive review of the literature. The task 
force generated an array of items based on the review of the literature and of 
existing satisfaction measures. Pilot studies were conducted in which the 
satisfaction items were grouped under subscale headings. Field-testing was 
conducted and items were subject to factor analysis; redundant and 
ambiguous items were eliminated. School personnel offered feedback during 
the field trials and this was also a factor in subsequent drafts of the 
instrument. Construct validity is concerned with the meaningfulness of a 
test, whether it measures an underlying trait or characteristic that gives it 
meaning. The construct validity of the Teacher Satisfaction Survey (Schmitt 
& Loher, 2001) is the indicator of how well the instrument measures the 
satisfaction of its target group. Task force review and factor analysis support 
a strong construct validity for the satisfaction survey instrument (NASSP, 
2001). In field testing the instrument, the NASSP conducted extensive factor 
analysis to indentify clusters of related items. Only the clusters with strong 
factor loadings were retained in the development of the survey. 
This study also included open-ended questions about aspects of the new 
teacher mentoring program. The types of open-ended questions were 
designed to elicit information similar to that sought by Gordon and Maxey 
(2000) in their Beginning Teachers Assistance Program (BTAP) Questionnaire. 
The questions asked new teachers to comment on the most satisfactory 
aspects of the mentor program in which they participated and what needs 
were not met by the program or their individual mentor. This information 
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was used to inform the discussion of future research that should be done in 
the field. 
Subscale national norms for schools of all types, combined, are available 
for the satisfaction survey, and were used for comparison with the responses 
from the sample for this study, using a t test. The t tests were run to compare 
the mean subscale scores for particular aspects of job satisfaction of the 
sample of first-year and second-year new teachers to the standardized means 
for each subscale of job satisfaction. The t test was also used to compare the 
job satisfaction of the sample of first- and second-year new teachers who were 
in a mentor program with the sample of first- and second-year new teachers 
who had not participated in a mentor program. 
The qualitative information from the open-ended questions was used to 
augment and enrich the research findings from this study and to inform the 
discussion of areas for future research. The researcher looked for 
commonalities among the new teachers regarding aspects of a mentoring 
program that were most helpful, as well as commonalities regarding needs 
that were not met by the mentoring program. This qualitative information 
about the specific aspects of the mentoring programs was used to form a set 
of recommendations for independent schools about design of mentor 
programs as part of comprehensive teacher induction efforts. 
Sample 
Surveys were mailed to 12 independent schools at which administrators 
indicated that they would be willing to allow their teachers to participate in 
the study. The surveys were mailed to the designated administrators at the 
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participating schools, who then delivered the survey packets to mailroom or 
secretarial staff, who placed them in new teacher mailboxes. There were a 
total of 61 new teachers, defined as first- and second-year teachers, at the 
participating schools who did participate in a mentor program. Of the 61 
new teachers who participated in a mentor program, 35 completed surveys 
for the study, a return rate of 57.38% for this group. There were 42 new 
teachers at the participating schools who did not participate in a mentor 
program. Of the 42 teachers who did not participate in a mentor program, 22 
returned completed surveys, for a return rate of 52.38%. 
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CHAPTER4 
Research Findings 
This chapter presents the analysis of the data gathered by the 
administration of the Teacher Satisfaction Survey (Schmitt & Loher, 2001) 
published by the National Association of Secondary School Principals. The 
survey instrument was used in this study to gather data from new teachers, 
defined as first- and second-year teachers, in independent schools, a highly 
restricted population of teachers. The data was used to determine the 
relationship between the perceived job satisfaction of new teachers in 
independent schools and participation in a mentoring program, answering the 
primary research question: Does a mentoring program influence the perceived 
job satisfaction of first- and second-year independent school teachers? The data 
allowed the researcher to delineate some aspects of mentoring programs that 
new teachers found most beneficial and some of the needs of new teachers that 
they perceived were not met by the mentor programs. The data allowed the 
researcher to answer the question: What aspects of perceived job satisfaction 
were most impacted by mentoring, as reported by new teachers? 
Population and Sample 
The researcher used member lists from the New York State Association of 
Independent Schools (NYSAIS) and the New Jersey Association of Independent 
Schools (NJAIS) to select schools from which the population of new teachers was 
drawn. Solicitation Letters were sent to Heads of independent schools, asking 
for permission for their teachers to participate in the study by completing the 
Teacher Satisfaction Survey (Schmitt & Loher, 2001). The researcher received 
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permission to survey new teachers at 12 independent schools. The researcher 
mailed 127 surveys to schools for distribution to the 103 new teachers at the 
schools; 57 new teachers responded; this resulted in a return rate of 55.34% of the 
new teachers available to complete the survey. Of the original population of 103 
new teachers, 61 new teachers taught in schools with a formal mentor program; 
35 new teachers in this group responded to the survey, for a return rate of 
57.37%; 42 new teachers taught in independent schools that did not provide a 
formal mentor program; 22 of the new teachers in this group responded to the 
surveys; the return rate for this group was 52.38%. There were 35 females and 22 
males; there were 20 females and 15 males in the sample of new teachers in 
independent schools who did participate in a mentor program, and 15 females 
and 7 males in the sample of new teachers who did not participate in a mentor 
program. 
The survey provided teacher respondents the opportunity to identify their 
race. Of the 35 new teachers with mentors, 4 identified themselves as Black, 1 
self-identified as Hispanic, 25 identified themselves as White, and 5 chose not to 
identify their race (Table 1). Of the 22 new teachers without mentors, 2 identified 
themselves as Asian, 4 identified themselves as Black, 11 identified themselves as 
White, and 5 did not identify their race (Table 2). The researcher did not analyze 
the data according to race of the respondents because there were not sufficient 
numbers of respondents in each of the categories of race to create a comparison 
that would provide meaningful information. 
Table 1 
GROUP 
Valid Cumulative 
rvafid New w/ Mentors 35 100.0 100.0 100.0 L_ - 
SEX 
Valid Cumulative 
Valid Female 20 5 7 . 1  5 7 . 1  5 7 . 1  
Male 15  42 .9  42 .9  100.0 
Total 35 100.0 100.0 
RACE 
�al;d 
Valid Cumulat ive 
Black 4 11 .4  1 3 . 3  13 .3  
Hispanic  1 2 .9  3 . 3  16 .7  
White 25 71 .4 8 3 . 3  100.0 
Total 30 8 5 . 7  100.0 
Missing System 5 14.3 
Total 35 100.0 
Table 2 
GROUP 
Valid Cumulative 
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Valid New w/o Mentors 22 100.0 100.0 100.0 
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SEX 
Valid Cumulative 
Valid Female 1 5  68.2 68.2  68.2 
Male 7 3 1 . 8  3 1 . 8  100.0 
Total 22 100.0 100.0 
RACE 
Valid Cumulative 
Valid Asian American 2 9 .1  11 .8  1 1 . 8  
Black 4 18 .2  2 3 . 5  3 5 . 3  
White 1 1  50.0 64.7 100.0 
Total 17 77 .3  100.0 
Miss ing System 5 2 2 . 7  
Total 22 100.0 
Survey Instrument (Subscales) 
The National Association of Secondary School Principals (NASSP, 2000) 
Teacher Satisfaction Survey (Schmitt & Loher, 2001) collects data about teacher 
perceptions on nine subscales; the survey consists of 56 questions. The subscales 
and question numbers are as follows: 
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Administration Questions 1 - 8 
Compensation Questions 9 - 13 
Opportunities for Advancement Questions 14 - 17 
Student Responsibility & Discipline Questions 18 - 22 
Curriculum and Job Tasks Questions 23 - 29 
Co-workers Questions 30 - 36 
Parents and Community Questions 37 - 42 
School Building, Supplies, & Maintenance Questions 43 - 49 
Communication Questions 50 - 56 
Administration 
The Administration subscale collects data about teacher perceptions of 
administrative behaviors such as support, feedback, concern for teachers, 
supervision, and praise for teacher efforts. Table 3 refers to the degree to which 
teachers feel that the school administration deals tactfully with problems that 
occur in their day-to-day teaching lives. The data indicated that both new 
teachers with mentors and new teachers without mentors are satisfied with the 
degree to which administrators deal with their day-to-day problems. The data 
revealed that new teachers with mentors were more satisfied with this aspect of 
their interactions with administrators (59.1% of new teachers without mentors 
indicated that they were satisfied; 82.9% of new teachers with mentors were 
satisfied or very satisfied with this aspect of interaction with administrators). 
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Table 3 
New Teachers With Mentors: 
Ql 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
6 17 . 1  17 . 1  17 . 1  
Satisfied 15  42.9 42 .9  60.0 
Very Satisfied 14 40.0 40.0 100.0 
Total 35  100.0 100.0 
New Teachers Without Mentors: 
Ql 
Valid Cumulative 
Valid Dissatisfied 2 9 . 1  9 . 1  9 . 1  
Neither Satisfied 
nor Dissatisfied 
7 3 1 . 8  3 1 . 8  40.9 
Satisfied 13 5 9 . 1  59 . 1  100.0 
Total 22 100.0 100.0 
The degree to which school administration deals tactfully with teacher problems. 
Table 4 refers to the data on teachers' perceptions of the amount of input 
they have into administrative decisions that affect their teaching. The data 
indicated that new teachers with mentors were far more satisfied with this aspect 
of their interactions with administrators (57.1% of new teachers with mentors 
were either satisfied or very satisfied; only 9.1% of new teachers without 
mentors were satisfied with this aspect of their interactions with administrators). 
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Table 4 
New Teachers With Mentors: 
Q2 
Valid Cumulative 
Valid Dissatisfied 5 14 .3  14.3 14.3 
Neither Satisfied 
nor Dissatisfied 
10 28 .6  28.6 42.9 
Satisfied 14 40.0 40.0 82.9 
Very Satisfied 6 1 7 . 1  17 . 1  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q2 
Valid Cumulative 
Valid Very Dissatisfied 1 4 . 5  4 .5  4 .5  
Dissatisfied 7 3 1 . 8  3 1 . 8  36.4 
Neither Satisfied 
nor Dissatisfied 
12 54 . 5  54 .5  90.9 
Satisfied 2 9 . 1  9 . 1  100.0 
Total 22 100.0 100.0 
The amount of input teachers have into administrative decisions that affect their 
teaching. 
Table 5 shows that new teachers with mentors and new teachers without 
mentors were generally satisfied with the quality of the feedback they receive 
from administrators about their performance. 
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Table 5 
New Teachers With Mentors: 
Q3 
Valid Cumulative 
Valid Very Dissatisfied 2 5 .7  5 .7 5 .7  
Dissatisfied 4 11 .4  11 .4  17 . 1  
Neither Satisfied 
nor Dissatisfied 
6 17 . 1  1 7 . 1  34.3 
Satisfied 12 34.3 34.3 68.6 
Very Satisfied 1 1  31 .4  31 .4  100.0 
Total 3 5  100.0 100.0 
New Teachers Without Mentors: 
Q3 
Valid Cumulative 
Valid Dissatisfied 6 27 . 3  27 .3  27 .3  
Neither Satisfied 
nor Dissatisfied 
4 18.2 18.2 4 5 . 5  
Satisfied 12 54 . 5  54 . 5  100.0 
Total 22 100.0 100.0 
The quality of feedback received from administrators about performance. 
Table 6 shows that there is a difference between new teachers with 
mentors and new teachers without mentors in the perceived amount of support 
provided by administrators. The data indicate that 85.8% of new teachers with 
mentors were satisfied with the amount of support provided by administrators; 
54.5% of new teachers without mentors indicated that they were satisfied with 
this aspect of their interactions with administrators. 
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Table 6 
New Teachers With Mentors: 
Q4 
Valid Cumulative 
Valid Very Dissatisfied 1 2 .9  2 .9  2 .9  
Neither Satisfied 
nor Dissatisfied 
4 1 1 . 4  1 1 . 4  14.3 
Satisfied 15 42 .9  42 .9  5 7 . 1  
Very Satisfied 15  42 .9  42.9 100.0 
Total 3 5  100.0 100.0 
New Teachers Without Mentors: 
Q4 
Valid Cumulative 
Valid Dissatisfied 3 13 .6  13 .6  13 .6  
Neither Satisfied 
nor Dissatisfied 
7 3 1 . 8  3 1 . 8  4 5 . 5  
Satisfied 12 54 .5  54 .5  100.0 
Total 22 100.0 100.0 
The amount of support provided by administrators. 
Table 7 indicates that both groups were satisfied with the level of interest 
that administrators show about the teachers' concerns and problems (new 
teachers with mentors= 68.5%; new teachers without mentors= 54.5%). 
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Table 7 
New Teachers With Mentors: 
Q5 
Valid Cumulative 
Valid Dissatisfied 2 5 . 7  5 .7  5 . 7  
Neither Satisfied 
2 5 . 7  2 5 . 7  
nor Dissatisfied 
9 31 .4  
Satisfied 11  31 .4  31 .4  62.9 
Very Satisfied 13 3 7 . 1  3 7 . 1  100.0 
Total 35 100 .0  100.0 
New Teachers Without Mentors: 
Q5 
Valid Cumulative 
Valid Dissatisfied 4 18 .2  18 .2  18 .2 
Neither Satisfied 
nor Dissatisfied 
6 27 . 3  27 . 3  4 5 . 5  
Satisfied 12 54 . 5  54 . 5  100.0 
Total 22 100.0 100.0 
Level of interest shown by administrators about teacher concerns or problems. 
Tables 8, 9, and 10 reveal that there is a difference between the perceived 
satisfaction of new teachers with mentors and new teachers without mentors on 
three other areas of interaction with administrators: the amount of recognition 
for work provided by administrators, the degree to which administrators 
supervise or control the teachers' work, the overall level of satisfaction with 
school administrators. In each of those categories the data indicated that new 
teachers with mentors were more satisfied with the role administrators play than 
were new teachers without mentors. On the question of the level of perceived 
satisfaction with the amount of recognition that administrators provide for the 
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teachers' work, the data show that 65.7% of new teachers with mentors were 
either satisfied or very satisfied; 51% of new teachers without mentors were 
satisfied or very satisfied; but on this measure 37.1% of new teachers with 
mentors indicated that they were very satisfied, while only 4.5% of new teachers 
without mentors indicated that they were very satisfied. On the question of 
perceived satisfaction with the degree to which administrators supervise or 
control their work, the data indicate that 74.3% of new teachers with mentors 
were either satisfied or very satisfied, while 45.5% of new teachers without 
mentors were satisfied on this measure. On the question of their overall level of 
satisfaction with school administrators, the data indicated that 82.9% of new 
teachers with mentors were either satisfied or very satisfied, while 45.5% of new 
teachers without mentors indicated that they were satisfied. 
Table 8 
New Teachers With Mentors: 
Q6 
Valid Cumulative 
Valid Very Dissatisfied 1 2 .9  2 .9  2 .9  
Dissatisfied 5 14.3 14 .3  1 7 . 1  
Neither Satisfied 
nor Dissatisfied 
6 1 7 . 1  1 7 . 1  34.3 
Satisfied 10 28.6 28.6 62 .9  
Very Satisfied 13 3 7 . 1  3 7 . 1  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
QG 
Valid Cumulative 
Valid Dissatisfied 7 3 1 . 8  3 1 . 8  31 .8  
Neither Satisfied 
nor Dissatisfied 
4 18.2 18.2 50.0 
Satisfied 10 45 . 5  4 5 . 5  95 . 5  
Very Satisfied 1 4 .5  4.5 100.0 
Total 22 100.0 100.0 
The amount of recognition provided by administrators for work. 
Table 9 
New Teachers With Mentors: 
Q7 
Valid Cumulative 
Valid Very Dissatisfied 1 2 .9  2 .9  2 .9  
Dissatisfied 3 8.6 8.6 11 .4  
Neither Satisfied 
nor Dissatisfied 
5 14 .3  14 .3  2 5 . 7  
Satisfied 12  34 .3  34.3 60.0 
Very Satisfied 14 40.0 40.0 100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q7 
Valid Cumulative 
Valid Dissatisfied 6 27 .3  27 . 3  27 . 3  
Neither Satisfied 
2 7 . 3  27 .3  
nor Dissatisfied 
6 54.5 
Satisfied 10 4 5 . 5  4 5 . 5  100.0 
Total 22 100.0 100.0 
The degree to which administrators supervise or control work assignment. 
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Table 10 
New Teachers With Mentors: 
QB 
Valid Cumulative 
Valid Dissatisfied 2 5 . 7  5 . 7  5 .7  
Neither Satisfied 
nor Dissatisfied 
4 11 .4  11 .4  17 . 1  
Satisfied 14 40.0 40.0 57 .1  
Very Satisfied 15 42 .9  42 .9  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
QB 
Valid Cumulative 
Valid Dissatisfied 3 13 .6  13 .6  13 .6  
Neither Satisfied 
nor Dissatisfied 
9 40.9 40.9 54 .5  
Satisfied 10 4 5 . 5  45 . 5  100.0 
Total 22 100.0 100.0 
Teachers' overall level of satisfaction with school administrators. 
In comparing the perceived level of overall satisfaction with the role of 
administrators of new teachers with mentors and new teachers without mentors, 
it was found that the difference was statistically significant (see Table 11) .  The 
researcher compared the level of perceived satisfaction with the role of 
administrators of new teachers with mentors with the mean of teachers in the 
national study for this measure. The difference is significant, M = 31.83, df = 34, t 
= 2.990, sig. = .005 (Table 12). The researcher also compared the level of 
perceived satisfaction with the role of administrators of new teachers without 
mentors with the national norms for this measure. The difference was 
significant, M = 25.95, df = 21, t = -2.420, sig. = .025 (Table 12). 
Table 11 
Group Statistics 
... 
-·-·-- - 
Std. Std. Error 
r 1> n 1 1 1>  N Mo�n npvi::iitinn u-�- 
Administration New w / Mentors 35 3 1 . 83  5.993 1 .013 
New w /o Mentors 22 25 .95 5 . 5 16  1.176 
Compensation New w/ Mentors 35 16 .71  5 . 1 14  .864 
New w/o Mentors 21  14.95 3 .186 .695 
- 
... - . 
Opportunities for New w/ Mentors 26 14 .31  3 . 1 2 1  .612  
Advancement New w/o Mentors 13 11 .77  2 .522 .699 
Student Responsibility New w/ Mentors 35 18.26 4.598 .777 
& Discipl ine New w /o Mentors 22 20.45 2 . 8 57  .609 
--·· ---· -  
Curriculum & Job Tasks New w/ Mentors 34 29.00 4.619 .792 
New w/o Mentors 22 27 .73 2.914 .621 
Co-workers New w/ Mentors 34 31 .65  3.472 .595 
New w/o Mentors 21  29.33 3.396 .741 
-  
Parents & Community New w I Mentors 31  24.29 3.662 .658 
New w/o Mentors 12 21 .67 3 .339 .964 
School Bu i ld ing,  New w I Mentors 35  30 .14 4.292 .725 
Supplies & 
New w/o Mentors 22 28.91 3 . 161  .674 
a .111  ...  :  ...... ,,. .... ... ...  ,,,.,., 
Communication New w/ Mentors 34 28.41 4.349 .746 
New w/o Mentors 15 24.00 3 .251  .840 
- · - 
.. _ 
Effect Size 
Administration 1.07 
Compensation 0.55 
Opportunities for Advancement 1.01 
Student Responsibility & Discipline -0.77 
Curriculum & Job Tasks 0.44 
Co-Workers 0.68 
Parents & Community 0.78 
School Building, Supplies & Maintenance 0.39 
Communication 1.36 
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lndependenl Samptes Tes I 
tevene's Test for Equality 
.,., ........ f-l•><c fnr "'- .. -•: ... nf •- 
95% Confidence Interval of 
Sig. Mean Std. Error 
•h• n, 
' 
<;n Af i-»: na<<. 
Administr.ition Equal variances 
.026 .872 
assumed 
3.713 55 .000 5.87 1.582 2.703 9.045 
Equal variances 
3.785 47.552 .000 5.87 1.552 2.753 8.996 not assumed 
Compensation Equal variances 
6.165 .016 1.419 54 .162 1.76 1.241 -.727 4.251 
assumed 
Equal variances 
1.588 53.884 .118 1.76 1.109 -.462 3.986 
not assumed 
Opportunities for Equal variances 
.895 .350 2.542 37 .015 2.54 .999 .515 4.562 Advancement assumed 
Equal variances 
2.731 29.200 .011 2.54 .929 .638 4.439 
no! assumed 
Student Responsibility Equal variances 12.932 .001 -2.008 55 .050 -2.20 1.095 -4.391 -.004 
& Olscipline assumed 
Equal variances 
-2.225 55.000 .030 -2.20 ,987 -4.176 -.219 ner assumed 
Curriculum & Job Tasks Equal variances 
2.981 .090 1.151 54 .255 1.27 1.106 -.945 3.490 
assumed 
Equal variances 
1.264 53.986 .212 1.27 1.007 -.746 3.291 not assumed 
Co-workers Equal variances 
- - - 
assumed .043 .836 2.421 53 .019 2.31 .956 .397 4.231 
Equal variances 
2.434 43.235 .019 2.31 .951 .397 4.231 net assumed 
! Parems & Community Equal variances 
.142 .709 2.156 41 �'" 1.217 .167 5.081 assumed Equal variances 2.248 21.888 2.62 1 .167 .203 S.045 not assumed 
School BuildmQ". Equal variances 
·�- -- -  
Supplies & assumed 3 728 .059 1.163 55 1.23 1.061 -.892 3.360 
Maintenance Equal variances 
not assumed 1.246 53.498 .218 1.23 .990 -.752 3 .219 
Commu�1cation Equal variances --  
t------ · 
assumed .485 .489 3.511 47 .001 4.41 I 1.256 1.884 6.939 
! ____ 
Equal variances 
3.929 35.455 .000 4.41 i  1 .123 2.133 6.691 not assumed 
Teacher Satisfaction Survey: Subscale Means (National Normative Study) 
I  SUBSCALE NAME M S.D. N 
Administration 28.8 6.9 1,669 
Compensation 14.7 4.7 1,697 
Opportunities for Advancement 10.9 3.7 1,384 
Student Responsibility & Discipline 16.3 4.4 1,741 
Curriculum and Job Tasks 25.7 4.7 1,674 
Co-Workers 28.6 4.5 1,687 
Parents and Community 18.9 4.8 1,480 
School Building, Supplies & Maintenance 25.4 · 5.3 1,654 
Communication 24.6 5.2 1,583 
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Table 12 
New Teachers With Mentors: 
One-Sample Statistics 
Std. Std. Error 
Administration 3 5  3 1 . 8 3  
One-Sample Test 
5 .993 1 . 0 1 3  
95% Confidence Interval of 
Administration 2.990 34 .005 3.03 .97 5.09 
Sig. Mean 
New Teachers Without Mentors: 
One-Sample Statistics 
Std. Std. Error 
Administration 2 2  2 5 . 9 5  5 . 5 1 6  1 . 1 7 6  
-·-1==�-- 
One-Sample Test 
Test Value =.c.�2S�S�- 95% Confidence Interval o� 
Administration 
Compensation 
-2.420 
The compensation subscale assesses perceived teacher satisfaction with 
the level of financial security their job provides, with salary, fringe benefits, and 
health insurance coverage. The data collected (Table 13) in this study indicate 
new teachers with mentors were more satisfied with the degree of financial 
security provided by their jobs than were new teachers without mentors (54.3% 
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of new teachers with mentors are either satisfied or very satisfied; 31.8% of new 
teachers without mentors are satisfied). On the other hand, both new teachers 
with mentors and new teachers without mentors indicated near equal levels of 
dissatisfaction with this aspect of their compensation (37.1% of new teachers 
with mentors were either dissatisfied or very dissatisfied; 40.9% of new teachers 
without mentors were dissatisfied). 
Table 13 
New Teachers With Mentors: 
Q9 
Valid Cumulative 
Valid Very Dissatisfied 4 1 1 . 4  1 1 . 4  1 1 . 4  
Dissatisfied 9 2 5 . 7  2 5 . 7  37 . 1  
Neither Satisfied 
nor Dissatisfied 
3 8.6 8.6 4 5 . 7  
Satisfied 1 5  42 .9  42 .9  88.6 
Very Satisfied 4 1 1 . 4  1 1 . 4  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q9 
Valid Cumulative 
Valid Dissatisfied 9 40.9 40.9 40.9 
Neither Satisfied 
nor Dissatisfied 
6 27 . 3  27 .3  68.2 
Satisfied 7 3 1 . 8  3 1 . 8  100.0 
Total 22 100.0 100.0 
The degree of financial security provided by the job. 
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On the question of perceived satisfaction with the number of fringe 
benefits available in the school, new teachers with mentors reported a higher 
level of perceived satisfaction than did new teachers without mentors (60% of 
new teachers with mentors reported that they were either satisfied or very 
satisfied; 9.1% of new teachers without mentors reported that they were 
satisfied) (Table 14). 
Table 14 
New Teachers With Mentors: 
QlO 
Valid Cumulative 
Valid Very Dissatisfied 1 2 .9  2.9 2 .9  
Dissatisfied 2 5 .7  5 . 7  8.6 
Neither Satisfied 
nor Dissatisfied 
1 1  3 1 . 4  31 .4  40.0 
Satisfied 12 34 .3  34 .3  74.3 
Very Satisfied 9 2 5 . 7  2 5 . 7  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
QlO 
Valid Cumulative 
Valid Dissatisfied 7 3 1 . 8  3 1 . 8  3 1 . 8  
Neither Satisfied 
nor Dissatisfied 
13 5 9 . 1  59 . 1  90.9 
Satisfied 2 9 . 1  9 .1  100.0 
Total 22 100.0 100.0 
--- 
The number of fringe benefits available to teachers. 
The data indicated that both groups of teachers appeared to perceive that 
they were satisfied with the degree to which salary meets financial needs and the 
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quality of the benefits available at the school (Table 15). New teachers with 
mentors reported that 37.2% of them were satisfied with the degree to which 
salary meets financial needs; 54.3% reported that they were satisfied with the 
quality of the benefits provided to them. New teachers without mentors 
reported that 31.8% of them were satisfied with the degree to which salary meets 
financial needs; 50% reported that they were satisfied with the quality of benefits 
provided to them. 
Table 15 
New Teachers With Mentors: 
Qll 
Valid Cumulative 
!=rPno1Pnrv PPrrPnt PPrrP"t PPrrPnt 
Valid Very Dissatisfied 4 11 .4  1 1 . 4  11 .4  
Dissatisfied 9 2 5 . 7  2 5 . 7  3 7 . 1  
Neither Satisfied 
nor Dissatisfied 
9 2 5 . 7  2 5 . 7  62 .9 
Satisfied 10 28 .6  28.6 91 .4  
Very Satisfied 3 8.6 8.6 100.0 
Total 35  100.0 100.0 
New Teachers Without Mentors: 
Qll 
Valid Cumulat ive 
Valid Dissatisfied 1 1  50.0 50 .0 50.0 
Neither Satisfied 
nor Dissatisfied 
4 18 .2  18 .2  68.2 
Satisfied 7 3 1 . 8  3 1 . 8  100.0 
Total 22 100.0 100.0 
The degree to which salary meets financial needs. 
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Table 15 (contd.) 
New Teachers With Mentors: 
Q12 
Valid Cumulative 
FrPn11pnr" 
n  n  
PPrrPnt � 
�· 
Valid Very Dissatisfied 2 5 . 7  5 .7  5 .7  
Dissatisfied 6 1 7 . 1  1 7 . 1  22 .9  
Neither Satisfied 
nor Dissatisfied 
8 22 .9  2 2 . 9  4 5 . 7  
Satisfied 10 28.6 28 .6  74.3 
Very Satisfied 9 2 5 . 7  2 5 . 7  100.0 
Total 3 5  100.0 100.0 
New Teachers Without Mentors: 
Valid 
Miss ing 
Total 
Q12 
Valid Cumulative 
Dissatisfied 3 13 .6  14 .3 14 .3  
Neither Satisfied 
nor Dissatisfied 
7 3 1 . 8  3 3 . 3  47.6 
Satisfied 1 1  50 .0 52 .4  100.0 
Total 21  9 5 . 5  100.0 
System 1 4 .5  
22 100.0 
The quality of health benefits provided. 
Table 16 shows that the data collected on perceived overall satisfaction 
with pay, fringe benefits and other compensation, indicated that new teachers 
with mentors were more satisfied (54.2% of new teachers with mentors were 
satisfied or very satisfied; 31.8% of new teachers without mentors were satisfied) 
than were new teachers without mentors. 
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Table 16 
New Teachers With Mentors: 
QB 
Valid Cumulative 
Valid Very Dissatisfied 3 8.6 8.6 8.6 
Dissatisfied 8 2 2 . 9  22 .9  31 .4  
Neither Satisfied 
nor Dissatisfied 
5 14 .3  14 .3  45 . 7  
Satisfied 13 3 7 . 1  3 7 . 1  82 .9  
Very Satisfied 6 1 7 . l  1 7 . 1  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
QB 
Valid Cumulative 
Valid Dissatisfied 9 40.9 40.9 40.9 
Neither Satisfied 
nor Dissatisfied 
6 27 .3  27 . 3  68.2 
Satisfied 7 3 1 . 8  31 .8  100.0 
Total 22 100.0 100.0 
Overall satisfaction with pay, fringe benefits, and other compensation. 
Table 11 indicates that in comparing the level of perceived satisfaction of 
new teachers with mentors and new teachers without mentors on the 
compensation subscale, the difference in the means was not significant. When 
the researcher compared (Table 17) the mean perceived satisfaction with 
compensation of new teachers with mentors to the mean for the national sample 
for the survey for this measure, a statistically significant difference was found in 
the positive direction (M = 16.71, df = 34, t = 2.330; sig. = .026). No statistically 
significant difference was found for teachers without mentors when compared to 
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the national sample on this measure for this survey (M = 14.95, df = 20, t = .363, 
sig. = .720). 
Table 17 
New Teachers With Mentors: 
One-Sample Statistics 
Std. Std. Error 
Compensation 3 5  16 .71  
One-Sample Test 
5 . 1 1 4  .864 
95% Confidence Interval of 
Compensation 2.330 34 .026 2.01 .26 3 .77 ;  
New Teachers Without Mentors: 
One-Sample Statistics 
Std. Std. Error 
Compensation 2 1  14.95 
One-Sample Test 
3 . 1 8 6  .695 
· · - - -  
Compensation 
L 
.363 
Sig. Mean 
_ _ _  ciL___  . (2-tai ledl _  J---12ifffferu: 
20 .720 I  .25 
95% Confidence Interval of 
tbe Dif ereoce 
... I ower ... __ ---1luoer 
-1 .20  1 .70 
Opportunities for Advancement 
The subscale of opportunities for advancement assesses perceived teacher 
satisfaction with opportunities for career advancement and promotion within the 
teacher's school or district, and the extent to which the teacher perceives that 
professional development will enhance the promotion possibilities. There was a 
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noticeable difference between the perceived level of satisfaction of new teachers 
with mentors and new teachers without mentors on all questions within this 
subscale. Table 18 shows that 48.5% of new teachers with mentors indicated that 
they were satisfied or very satisfied with the number of opportunities for 
advancement within the school, while 9.1% of new teachers without mentors 
were satisfied on this question. 
Table 18 
New Teachers With Mentors: 
Ql4 
Valid Cumulative 
Valid Very Dissatisfied 1 2.9 3 . 3  3 . 3  
Dissatisf ied 1 2 .9  3 . 3  6.7 
Neither Satisfied 
1 1  3 1 . 4  36 .7  43 .3  nor Dissatisfied 
Satisfied 1 1  3 1 . 4  36 .7  80.0 
Very Satisfied 6 1 7 . 1  20.0 100.0 
Total 30 85 .7  100.0 
Missing System 5 14 . 3  
Total 35 100.0 
New Teachers Without Mentors: 
Ql4 
Valid Cumulative 
Valid Dissat isf ied 4 18 .2  2 3 . 5  2 3 . 5  
Neither Satisfied 
nor Dissatisfied 1 1  50.0 64.7 88.2 
Satisfied 2 9 . 1  1 1 . 8  100.0 
Total 17 77.3 100.0 
Missing System 5 2 2 .  7  
i_!otal 22 100.0 
The number of opportunities for advancement within the school (or district). 
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Table 19 indicates that 51.5% of new teachers with mentors responded that 
they were either satisfied or very satisfied with the extent to which increasing 
skills or academic preparation would enhance chances for advancement; 13.6% 
of new teachers without mentors indicated that they were satisfied on this same 
measure. 
Table 19 
New Teachers With Mentors: 
Q15 
Valid Cumulative 
Valid Very Dissatisfied 1 2 .9  3 .6 3 .6 
Dissatisfied 1 2 .9  3 .6  7 . 1  
Neither Satisfied 
nor Dissatisfied 
8 2 2 . 9  28 .6  3 5 . 7  
Satisfied 10 28 .6  3 5 . 7  71 .4  
Very Satisfied 8 22 .9  28 .6  100.0 
Total 28 80.0 100.0 
Miss ing System 7 20 .0  
Total 35 100.0 
New Teachers Without Mentors: 
Valid 
Miss ing 
Total 
Q15 
Valid Cumulative 
Dissatisf ied 4 18 .2  2 5 . 0  2 5 . 0  
Neither Satisfied 
nor Dissatisfied 
9 40.9 56.3 81 . 3  
Satisfied 3 13 .6  18 .8  100.0 
Total 16 72 .7  100.0 
System 6 2 7 . 3  
22 100.0 
The extent to which increasing levels of skill and/ or academic preparation 
increases chances for promotion. 
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Table 20 shows that 22.9% of new teachers with mentors who responded 
to this question indicated that they were satisfied or very satisfied with the 
number of promotions that occur within the school each year; 9.1% of new 
• 
teachers without mentors who responded to this question indicated that they 
were satisfied on this measure related to opportunities for advancement. 
Table 20 
New Teachers With Mentors: 
Q16 
Valid Cumulative 
Valid Dissatisfied 1 2 .9  3 .8 3 .8 
Neither Satisfied 
nor Dissatisfied 
17 48.6 65 .4  69.2 
Satisfied 7 20.0 26 .9  96.2 
Very Satisfied 1 2 .9  3 .8  100.0 
Total 26 74.3 100.0 
Miss ing System 9 2 5 . 7  
Total 35 100.0 
New Teachers Without Mentors: 
Q16 
Valid Cumulative 
J.e.a:.e.nt_ 
Valid Dissatisfied 1 4 .5  7 .7 7 .7 
Neither Satisfied 
nor Dissatisfied 
10 4 5 . 5  76.9 84.6 
Satisfied 2 9 . 1  1 5 .4  100.0 
Total 13  5 9 . 1  100.0 
Miss ing System 9 40.9 
Total 22 100.0 
The number of promotions which occur each year. 
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Table 21 indicates that 51.4% of new teachers with mentors who answered 
this question responded that they were either satisfied or very satisfied with the 
level of opportunities for career advancement in their schools; 13.6% of new 
teachers without mentors who responded to the question indicated that they 
were satisfied on this measure. 
Table 21 
New Teachers With Mentors: 
Valid 
Miss ing 
Total 
Q17 
Valid Cumulative 
Very Dissatisfied 1 2 .9  3 .6  3 .6  
Dissatisfied 2 5 . 7  7 . 1  10 .7  
Neither Satisfied 
7 20.0 2 5 . 0  3 5 . 7  
nor Dissatisfied 
Satisfied 13 37 . 1  46 .4 8 2 . 1  
Very Satisfied 5 14.3 17 .9  100.0 
Total 28 80.0 100 .0  
System 7 20 .0  
35  100 .0  
New Teachers Without Mentors: 
Valid 
Missing 
Total 
Q17 
Valid Cumulative 
Dissatisfied 4 18.2 22 . 2  22 . 2  
Neither Satisfied 
nor Dissatisfied 
1 1  50 .0  6 1 . 1  83 . 3  
Satisfied 3 13 .6  16 .7  100.0 
Total 18 8 1 . 8  100.0 
System 4 18.2 
22  100.0 
Overall level of satisfaction with opportunities for career advancement in school 
(or district). 
8 1  
Table 11 indicates that there was a statistically significant difference 
between the perceived level of satisfaction with opportunities for advancement 
reported by new teachers with mentors and the perceived level of satisfaction 
reported by new teachers without mentors (M [with mentors]= 14.31, mean 
[without mentors]= 11.77, t = 2.731, sig. = .011). 
A statistically significant difference was found between the mean for new 
teachers with mentors and the mean for a national sample of teachers on the 
subscale for opportunities for advancement. New teachers with mentors were 
significantly more satisfied with the opportunities for advancement at their 
schools than were teachers in the national sample used for this survey, M = 14.31, 
df = 25, t = 5.567, sig. = .000. No such statistically significant difference was found 
for new teachers without mentors when compared with teachers in the national 
sample (Table 22). 
Table 22 
New Teachers With Mentors: 
One-Sample Statistics 
Std. Std. Error 
Opportunit ies for 
Advancement 
26 1 4 . 3 1  3 . 1 2 1  . 6 1 2  
One-Sample Test 
·····- . ·-�-] 
4.67 I 2 . 1 5  :  
95% Confidence Interval of i 
. ! 
3.41 .000 25 S .567 
Opportunities for 
Advancement 
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New Teachers Without Mentors: 
One-Sample Statistics 
Std. Std. Error 
Opportunities for 
Advancement 
13 11 .77  
One-Sample Test 
2 . 522  .699 
95% Confidence Interval of 
Opportunities for 
Advancement 
1 .243 12 . 238  .87 -.65 2.39 
Student Responsibility and Discipline 
The student responsibility and discipline subscale elicits teacher responses 
to questions about their perceived satisfaction with student behavior, the extent 
to which students are motivated to learn, the degree of responsibility students 
show toward their schoolwork, the extent to which students are self-disciplined, 
and the overall level of perceived satisfaction with student responsibility and 
discipline in the school. Tables 23 through 27 show the data that indicated that 
on all questions for this subscale the new teachers without mentors expressed a 
higher level of perceived satisfaction with their students' responsibility and 
discipline. Table 23 indicates that 68.6% of new teachers with mentors perceived 
that they were either satisfied or very satisfied with the behavior of students in 
their school; 95.5% of new teachers without mentors perceived that they were 
satisfied or very satisfied with student behavior. 
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Table 23 
New Teachers With Mentors: 
Ql8 
Valid Cumulative 
FrPn••<>nrv DorrPnt - Dorrpnt � .. 
Valid Dissatisfied 8 2 2 . 9  2 2 . 9  22 .9  
Neither Satisfied 
nor Dissatisfied 
3 8.6 8.6 3 1 . 4  
Satisfied 14 40.0 40.0 71 .4  
Very Satisfied 10 28 .6  28 .6  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Ql8 
Valid Cumulative 
Val id Neither Satisfied 
nor Dissatisfied 
Satisfied 
Very Satisfied 
Total 
Satisfaction with student behavior. 
1 
1 5  
6  
22  
4 . 5  
68.2 
2 7 . 3  
100.0 
4 . 5  
68.2 
27 . 3  
100.0 
4 . 5  
72 .7  
100.0 
On the question of the extent to which students are motivated to learn, 
'71.5% of new teachers with mentors perceived that they were either satisfied or 
very satisfied, while 90.9% of new teachers without mentors perceived that they 
were either satisfied or very satisfied (Table 24). 
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Table 24 
New Teachers With Mentors: 
Q19 
Valid Cumulative 
Valid Dissatisfied 6 17 . 1  17 .1  1 7 . 1  
Neither Satisfied 
nor Dissatisfied 
4 1 1 . 4  1 1 . 4  28 .6  
Satisfied 1 7  48.6 48.6 77 . 1  
Very Satisfied 8 22 .9  22 .9  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q19 
Valid Cumulative 
Valid Dissatisfied 2 9 .1  9 . 1  9 . 1  
Satisfied 14 63.6 63.6 72 .7  
Very Satisfied 6 27 . 3  27 . 3  100.0 
Total 22 100.0 100 .0  
Extent to which students are motivated to learn. 
Table 25 indicates that 65.7% of new teachers with mentors perceived that 
they were satisfied or very satisfied with the degree of responsibility students 
show toward their assignments; 90.9% of new teachers without mentors 
perceived that they were satisfied or very satisfied on this question of student 
responsibility. 
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Table 25 
New Teachers With Mentors: 
Q20 
Valid Cumulative 
Valid Dissatisfied 8 2 2 . 9  22 .9  22 .9  
Neither Satisfied 
nor Dissatisfied 
4 1 1 . 4  1 1 .4  34 .3  
Satisfied 17 48 .6  48.6 82 .9  
Very Satisfied 6 1 7 . 1  1 7 . 1  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q20 
Valid Cumulative 
Valid Dissatisfied 1 4 .5  4 .5  4.5 
Neither Satisfied 
nor Dissatisfied 
1 4 . 5  4 .5  9 .1  
Satisfied 15  68.2 68.2 77.3 
Very Satisfied 5 2 2 . 7  22 . 7  100.0 
Total 22 100.0 100.0 
Degree of responsibility students show toward assignments. 
Table 26 shows the responses of both groups of new teachers to the 
question of their perceived level of satisfaction with the extent to which their 
students act in a self-disciplined manner. 57.1% of new teachers with mentors 
:indicated that they were either satisfied or very satisfied with this aspect of 
student responsibility, while 95.4% of new teachers without mentors indicated 
that they were either satisfied or very satisfied with the extent of self-discipline 
demonstrated by their students. 
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Table 26 
New Teachers With Mentors: 
Q21 
Valid Cumulative 
Valid Dissatisfied 8 22 .9  22 .9  2 2 . 9  
Neither Satisfied 
nor Dissatisfied 
7 20.0 20.0 42 .9  
Satisfied 14 40.0 40.0 82 .9  
Very Satisfied 6 1 7 . 1  17 . 1  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q21 
Valid Cumulative 
Valid Dissatisfied 1 4 . 5  4 .5  4.5 
Satisfied 18 81 .8  81 .8  86.4 
Very Satisfied 3 13.6 13 .6  100.0 
Total 22 100.0 100.0 
Extent to which students act in a self-disciplined manner. 
Table 27 shows that in this study, new teachers without mentors had a 
greater level of perceived satisfaction with student responsibility and discipline 
than did new teachers with mentors: 65.3% of new teachers with mentors 
indicated that they were either satisfied or very satisfied with student 
responsibility and discipline at their school; 90.9% of new teachers without 
mentors indicated that they were either satisfied or very satisfied overall with the 
responsibility and discipline of their students. 
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Table 27 
New Teachers With Mentors: 
Q22 
Valid Cumulative 
Valid Dissatisfied 6 1 7 . 1  1 7 . 1  1 7 . 1  
Neither Satisfied 
nor Dissatisfied 
6 1 7 . 1  17 .1  34 .3  
Satisfied 18 S 1 .4  5 1 . 4  85 .7  
Very Satisfied 5 14.3 14 .3  100.0 
Total 35  100.0 100.0 
New Teachers Without Mentors: 
Q22 
Valid Cumulative 
Valid Dissatisfied 1 4 .5  4 . 5  4.5 
Neither Satisfied 
nor Dissatisfied 
1 4 .5  4 .5  9 . 1  
Satisfied 17 77.3 77.3 86.4 
Very Satisfied 3 13 .6  1 3 . 6  100.0 
Total 22 100.0 100.0 
Overall level of satisfaction with student responsibility and discipline in the 
school. 
Table 11 indicates that there was a statistically significant difference 
between the perceived level of satisfaction of new teachers with mentors and 
new teachers without mentors in this study (M [with mentors]= 18.26, mean 
[without mentors]= 20.45, t = -2.225, sig. = .030). Table 28 indicates that in a 
comparison of new teachers with mentors and a national sample of teachers, 
there was a statistically significant difference between the mean of the perceived 
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level of satisfaction of new teachers with mentors and the mean of the national 
sample of teachers on this measure (M = 18.26, df = 34, t = 2.518, sig. = .017). 
There was also a statistically significant difference between the mean of the 
perceived level of satisfaction of new teachers without mentors and the mean of 
the national sample of teachers on this measure (M = 20.45, df = 21, t = 6.820, 
sig. = .000). 
Table 28 
New Teachers With Mentors: 
One-Sample Statistics 
Std. Std. Error 
Student Responsibi l i ty 
& Disc ip l ine 
35 18 .26  4 . 598  .777 
One-Sample Test 
95% Confidence Interval of 
Student Responsibility 
& Discipline 
2 . 5 1 8  34 .017 1.96 .38 3.54 
New Teachers Without Mentors: 
One-Sample Statistics 
Std. Std. Error 
Student Responsibi l i ty 
& Disc ip l ine 
22 20.45 2 . 8 5 7  .609 
One-Sample Test 
95% Confidence Interval of 
Student Responsibility 
& Discipline 
6.820 2 1  .000 4 . 1 5  2.89 5.42 
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Curriculum and Job Tasks 
The curriculum and job tasks subscale measures perceived teacher 
satisfaction with various aspects of teaching that relate to curriculum and the 
administrative tasks of teaching: range of courses offered in the subject area; 
amount of administrative paperwork connected to the job; feeling of 
accomplishment from the job, extent to which the job is challenging or exciting, 
extent to which curriculum and course materials are up-to-date, level of 
satisfaction with courses and curriculum and job tasks in general. It is clear that 
on almost all measures in this subscale, both new teachers with mentors and new 
teachers without mentors were satisfied with curriculum offerings at their 
schools. For example, 71.4% of new teachers with mentors and 100% of new 
teachers without mentors indicated that they were either satisfied or very 
satisfied with the range of courses offered in their subject areas (Table 29); 88.5% 
of new teachers with mentors and 95.5% of new teachers without mentors 
indicated that they perceived that they were satisfied with the feeling of 
accomplishment from their job (Table 31). Table 32 shows that 88.6% of new 
teachers with mentors and 95.4% of new teachers without mentors perceived that 
they were satisfied with the level of challenge or excitement with their job; 85.7% 
of new teachers with mentors and 100% of new teachers without mentors 
indicated that they were satisfied with the extent to which curriculum and course 
:materials were up-to-date (Table 33); 85.7% of new teachers with mentors and 
90.9% of new teachers without mentors expressed satisfaction with the courses 
they were assigned to teach (Table 34). And 91.4% of new teachers with mentors 
and 95.5% of new teachers without mentors indicated that they were either 
satisfied or very satisfied overall with the curriculum and job tasks at their 
----··-- -- --·- --- 
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schools (Table 35). On only one measure in the subscale was there a very 
noticeable difference in the perceived level of satisfaction between new teachers 
with mentors and new teachers without mentors. Table 30 indicates that 65.7% 
of new teachers with mentors perceived that they were satisfied or very satisfied 
with the amount of administrative paperwork and grading of papers connected 
with their jobs; 18.1% of new teachers without mentors indicated that they were 
either satisfied or very satisfied with this aspect of their jobs. On this subscale, 
17.2% of new teachers with mentors indicated that they were either dissatisfied 
or very dissatisfied, and 54.5% of new teachers without mentors indicated that 
they were dissatisfied. 
Table 29 
New Teachers With Mentors: 
Q23 
Valid Cumulative 
Valid Dissatisfied 4 1 1 . 4  1 1 . 8  1 1 . 8  
Neither Satisfied 
nor Dissatisfied 
5 14 . 3  14 . 7  26 .5  
Satisfied 16 4 5 . 7  47 . 1  73 . 5  
Very Satisfied 9 2 5 . 7  26 . 5  100.0 
Total 34 97 . 1  100.0 
Missing System 1 2 .9  
Total 35 100.0 
New Teachers Without Mentors: 
Q23 
Valid Cumulative 
Valid Satisfied 16 72 .7  72 .7  72 .7  
Very Satisfied 6 27 . 3  27 . 3  100.0 
Total 22 100.0 100.0 
Range of courses offered in subject area or teaching specialty. 
Table 30 
New Teachers With Mentors: 
Q24 
Valid Cumulative 
Valid Very Dissatisfied 1 2 . 9  2 . 9  2 .9  
Dissatisfied s 14 .3  14 .3  1 7 . 1  
Neither Satisfied 
nor Dissatisfied 
6 1 7 . 1  1 7 . 1  34.3 
Satisfied 20 5 7 . 1  5 7 . 1  91 .4  
Very Satisfied 3 8.6 8.6 100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q24 
Valid Cumulative 
Valid Dissatisfied 12 54 .5  54 .5  54 .5  
Neither Satisfied 
nor Dissatisfied 
6 27 .3  27 . 3  81 .8  
Satisfied 3 13 .6  1 3 . 6  95 . 5  
Very Satisfied 1 4 . 5  4 . 5  100.0 
Total 22 100.0 100.0 
Amount of administrative paperwork and grading of student papers required. 
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Table 31 
New Teachers With Mentors: 
Q25 
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Valid Very Dissatisfied 
Neither Satisfied 
nor Dissatisfied 
Satisfied 
Very Satisfied 
Total 
New Teachers Without Mentors: 
1 
3 
1 3  
18 
35 
Q25 
Valid Cumulative 
2 .9  2 .9  2 .9  
8.6 8.6 1 1 .4  
37 . 1  3 7 . 1  48.6 
5 1 . 4  5 1 . 4  100.0 
100.0 100.0 
Valid Cumulative 
Valid Dissatisfied 1 4 .5  4 .5  4 .5  
Satisfied 1 7  77 .3  77 .3  81 .8  
Very Satisfied 4 18.2 18 .2 100.0 
Total 22 100.0 100.0 
Feeling of accomplishment from the job. 
Table 32 
New Teachers With Mentors: 
Q26 
Valid Cumulative 
�rPn11onrv PPrrPnt 
... 
�· 
DorrPnt 
Valid Very Dissatisfied 1 2 .9 2 .9 2 .9  
Dissatisfied 1 2.9 2 .9  5 .7  
Neither Satisfied 
nor Dissatisfied 
2 5 .7  5 . 7  1 1 .4  
Satisfied 14 40.0 40.0 5 1 . 4  
Very Satisfied 17 48.6 48.6 100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q26 
Valid Cumulative 
ercent 
Valid Neither Satisfied 
nor Dissatisfied 
1 4 .5  4 .5  4 .5  
Satisfied 18 81 .8  81 .8  86.4 
Very Satisfied 3 13 .6  13 .6  100.0 
Total 22 100.0 100.0 
The extent to which the teacher finds the job challenging or exciting. 
Table 33 
New Teachers With Mentors: 
Q27 
Valid Cumulative 
eerceot 
Valid Very Dissatisfied 1 2.9 2 .9 2 .9  
Dissatisfied 4 11 .4  1 1 .4  14 . 3  
Satisfied 1 3  3 7 . 1  37 . 1  5 1 . 4  
Very Satisfied 17 48.6 48.6 100.0 
Total 3 5  100.0 100.0 
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New Teachers Without Mentors: 
Q27 
Valid Cumulative 
Valid Satisfied 14 63.6 63.6 63.6 
Very Satisfied 8 36.4 36.4 100.0 
Total 22 100.0 100.0 
Extent to which curriculum and course materials are up-to-date. 
Table 34 
New Teachers With Mentors: 
Q28 
Val id Cumulative 
Val id Dissatisfied 2 5 .7  5 . 7  5 .7  
Neither Satisfied 
nor Dissatisfied 
3 8 .6 8 .6 14 .3  
Satisfied 1 1  3 1 . 4  31 .4  4 5 . 7  
Very Satisfied 19 54 .3  54 .3  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q28 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
2 9 . 1  9 . 1  9 .1  
Satisfied 16 72 .7  72 . 7  81 .8  
Very Satisfied 4 18.2 18 .2  100.0 
Total 22 100.0 100.0 
Satisfaction with the courses assigned to teach. 
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Table 35 
New Teachers With Mentors: 
Q29 
Valid Cumulative 
Valid Dissatisfied 1 2 .9  2 .9  2 .9  
Neither Satisfied 
nor Dissatisfied 
2 5 . 7  5 . 7  8 .6 
Satisfied 16 4 5 . 7  4 5 . 7  54 .3  
Very Satisfied 16 4 5 . 7  4 5 . 7  100.0 
Total 35  100.0 100.0 
New Teachers Without Mentors: 
Q29 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
1 4 .5  4.S 4 .5  
Satisfied 17  77 .3  77 .3  8 1 . 8  
Very Satisfied 4 18 .2  18 .2  100.0 
Total 22  100.0 100.0 
---- 
Overall level of satisfaction with curriculum and job tasks. 
Table 11 shows that there was no statistically significant difference 
between the perceived level of satisfaction with curriculum and job tasks of new 
teachers with mentors and new teachers without mentors. Table 36 indicates 
that there was a statistically significant difference between the mean of the 
perceived level of satisfaction of new teachers with mentors and the national 
mean for teachers on this subscale related to curriculum and job tasks (M = 29.0, 
df = 33, t = 4.166, sig. = .000). There was also a statistically significant difference 
----·--- 
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between the mean of the perceived level of satisfaction of new teachers without 
mentors and the national mean for teachers on this subscale (M = 27.73, df = 21, 
t = 3.263, sig. = .004) (Table 36). 
Table 36 
New Teachers With Mentors: 
One-Sample Statistics 
Curriculum & Job 
Tasks 
34 
One-Sample Test 
95% Confidence Interval of 
Curriculum & Job 
Tasks 
4.166 
New Teachers Without Mentors: 
One-Sample Statistics 
Std. Std. Error 
Curriculum & Job 
Tasks 
22 27 . 73  
One-Sample Test 
2 .914  .621  
-- -- 
Curriculum & Job 
Tasks 
Co-Workers 
95% Confidence Interval of 
________ t 3.263.-�1 _- df�-2-1-+-_(2/' .o,·.� ,%:�::-3 +----'-'"-'-"-"'"�E := 
The Co-Workers subscale measures perceived teacher satisfaction with 
their colleagues in several different areas: range of interests of colleagues; 
competence of teachers in the school; extent to which colleagues support school 
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improvement; degree to which colleagues show concern for student learning and 
welfare; quality of the relationship with co-workers; extent to which colleagues 
stimulate and support the teacher; and the overall level of perceived satisfaction 
with co-workers. It was apparent from the responses of new teachers both with 
and without mentors that there is a shared sense of values and attitudes. Tables 
37 to 43 indicate the high levels of perceived satisfaction on all subscale questions 
with one exception. For example, 88.6% of new teachers with mentors were 
either satisfied or very satisfied with the range of interests of colleagues; 63.7% of 
new teachers without mentors were satisfied or very satisfied on the same 
subscale measure (Table 37). Table 38 indicates that 94.3% of new teachers with 
mentors expressed that they were either satisfied or very satisfied with the 
competence of the teachers with whom they worked; 100% of new teachers 
without mentors were either satisfied or very satisfied with their co-workers' 
competence. The question of the extent to which colleagues support school 
improvement is the measure upon which there was a noticeable difference 
between new teachers with mentors (88.6% expressed that they were either 
satisfied or very satisfied) and new teachers without mentors (45.4% expressed 
that they were either satisfied or very satisfied) Table 39. New teachers with 
mentors (97.1%) and new teachers without mentors (95.4%) expressed that they 
were either satisfied or very satisfied with the degree to which colleagues show 
concern for student learning and welfare (Table 40). Table 41 shows that 91.4% 
of new teachers with mentors and 100% of new teachers without mentors 
indicated that they were either satisfied or very satisfied with the quality of the 
relationship they had with co-workers. New teachers with mentors (88.6%) and 
new teachers without mentors (95.5%) indicated that they were either satisfied or 
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very satisfied with the extent to which co-workers stimulate and support them in 
their work (Table 42); and new teachers with mentors (94.3%) and new teachers 
without mentors (95.4%) indicated that they were either satisfied or very satisfied 
overall with their co-workers (Table 43). 
Table 37 
New Teachers With Mentors: 
Q30 
Valid Cumulative 
Valid Dissatisfied 1 2 .9  2 .9  2 .9  
Neither Satisfied 
nor Dissatisfied 
3 8.6 8.6 11 .4  
Satisfied 10 28.6 28.6 40.0 
Very Satisfied 2 1  60.0 60.0 100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q30 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
8 36.4 36.4 36.4 
Satisfied 10 4 5 . 5  4 5 . 5  81 .8  
Very Satisfied 4 18.2 18 .2 100.0 
Total 22 100.0 100.0 
Range of interests of colleagues. 
Table 38 
New Teachers With Mentors: 
Q31 
Valid Cumulative 
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Valid Neither Satisfied 
nor Dissatisfied 
Satisfied 
Very Satisfied 
Total 
New Teachers Without Mentors: 
2 
1 1  
22 
35  
Q31 
5.7 
31 .4  
62.9 
100.0 
5 .7  
31 .4  
62.9 
100.0 
5 .7  
3 7 . 1  
100.0 
Valid Cumulative 
Valid Satisfied 1 5  68.2 68.2 68.2 
Very Satisfied 7 3 1 . 8  31 .8  100.0 
Total 22 100.0 100.0 
Competence of teachers in the school (or district). 
Table 39 
New Teachers With Mentors: 
Q32 
Valid Cumulative 
Valid Dissatisfied 1 2 .9  2 .9 2.9 
Neither Satisfied 
5 .7  5 .9  8.8 
nor Dissatisfied 
2 
Satisfied 10 28 .6  29.4 38 .2  
Very Satisfied 2 1  60.0 61 .8  100.0 
Total 34 97 . 1  100.0 
Miss ing System 1 2 .9  
Total 35 100.0 
100 
New Teachers Without Mentors: 
Valid 
Miss ing 
Total 
Q32 
Valid Cumulative 
Neither Satisfied 
nor Dissatisfied 
1 1  50.0 52 .4  52 .4  
Satisfied 7 3 1 . 8  3 3 . 3  85 .7  
Very Satisfied 3 13 .6  14 .3  100.0 
Total 2 1  9 5 . 5  100.0 
System 1 4.5 
22 100.0 
Extent to which colleagues support school improvement. 
Table 40 
New Teachers With Mentors: 
QB 
r Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
1 2 .9  2 .9  2 .9  
Satisfied 9 2 5 . 7  2 5 . 7  28 .6 
Very Satisfied 2 5  71 .4  7 1 . 4  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
QB 
Valid Cumulative 
ercent 
Valid Neither Satisfied 
l 
nor Dissatisfied 
1 4 .5  4 . 5  4 .5 
Satisfied 12 54 .5  54 .5  59 . 1  
Very Satisfied 9 40.9 40.9 100.0 
Total 22 100.0 100.0 
Degree to which colleagues show concern for student learning and welfare. 
Table 41 
New Teachers With Mentors: 
Q34 
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Valid Dissatisfied 
Neither Satisfied 
nor Dissatisfied 
Satisfied 
Very Satisfied 
Total 
New Teachers Without Mentors: 
1 
2 
1 1  
2 1  
35  
Q34 
Valid Cumulative 
2 .9  2 .9  2 .9  
5 .7  5 . 7  8.6 
3 1 . 4  31 .4  40.0 
60.0 60.0 100.0 
100.0 100.0 
Valid Cumulative 
Valid Satisfied 10 45 .5  4 5 . 5  4 5 . 5  
Very Satisfied 12  54 .5  54 .5  100.0 
Total 22 100.0 100.0 
Quality of relationship with co-workers. 
Table 42 
New Teachers With Mentors: 
Q35 
Valid Cumulative 
�rPn1 1Pnrv DorrPnt PPrrPnt Pe(ceot 
Valid Dissatisfied 2 5 .7  5 .7  5 . 7  
Neither Satisfied 
5 .7  1 1 . 4  
nor Dissatisfied 
2 5 . 7  
Satisfied 14 40.0 40.0 5 1 . 4  
Very Satisfied 17 48.6 48.6 100.0 
Total 35 100.0 100.0 
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New Teachers Without Mentors: 
Q35 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
1 4 . 5  4 .5  4 . 5  
Satisfied 1 3  5 9 . 1  59 . 1  63 .6  
Very Satisfied 8 36.4 36.4 100.0 
Total 22 100.0 100.0 
Extent to which co-workers stimulate and support the teacher in work. 
Table 43 
New Teachers With Mentors: 
Q36 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
2 5 . 7  5 . 7  5 . 7  
Satisfied 14 40.0 40.0 45 .7  
Very Satisfied 19 54 .3  54.3 100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q36 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
1 4 . 5  4 . 5  4 . 5  
Satisfied 14 63 .6  63 .6  68 .2 
Very Satisfied 7 3 1 . 8  3 1 . 8  100.0 
Total 22 100.0 100.0 
Overall level of satisfaction with co-workers. 
Table 11 shows that there was a statistically significant difference between 
the level of perceived satisfaction with co-workers of new teachers with mentors 
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and new teachers without mentors (M [mentors]= 31.65, M [without mentors]= 
29.33, t = 2.434, sig. = .019). Table 44 shows the comparison between new 
teachers with mentors and the national norm for teachers on the co-workers 
subscale, and the comparison between new teachers without mentors and the 
national norms for teachers on that subscale. There was a statistically significant 
difference between the mean of the perceived level of satisfaction with co- 
workers of new teachers with mentors and the mean of the national sample of 
teachers (M = 31.65, df = 33, t = 5.118, sig. = .000), but there was not a statistically 
significant difference between the mean level of perceived satisfaction with co- 
workers of new teachers without mentors and the mean of the national sample 
(M = 29.33, df = 20, t = .990, sig. = .334). 
Table 44 
New Teachers With Mentors: 
One-Sample Statistics 
Std. Std. Error 
Co-workers 34 3 1 . 6 5  3 . 4 7 2  . 5 9 5  
One-Sample Test 
Co-workers 5 . 1 1 8  
I  
1---���--r-����.--���.....,,����---.-�����-���� 
I 
1 04  
New Teachers Without Mentors: 
One-Sample Statistics 
Std. Std. Error 
Co-workers 2 1  2 9 . 3 3  
One-Sample Test 
3 .396 . 7 4 1  
95% Confidence Interval of 
Co-workers .990 20 .334 .73 - .81  2.28 
.Parents and Community 
The Parents and Community subscale measures perceived teacher 
satisfaction on aspects of parent and community involvement in the school: 
degree of interest shown by parents in the education of their children, financial 
support provided for the school, degree and quality of parent and community 
input into school and curriculum, extent to which parents feel responsible for 
school performance of their children, extent to which parents and community are 
supportive of the school, and an overall level of satisfaction with parents and 
community. It is interesting to note that there is a marked difference between the 
perceived level of satisfaction of new teachers with mentors and new teachers 
without mentors on two areas in this subscale - the financial support the 
community provides for the school and the degree and quality of parent and 
community input into school and curriculum development (Tables 46 and 47). It 
is clear that there is overall teacher satisfaction with parental and community 
involvement in other areas for both new teachers with and without mentors, and 
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that there is a general sense of overall satisfaction with parent and community 
involvement in the school for both groups of teachers. 
Table 45 shows that 82.9% of new teachers with mentors and 81.8% of new 
teachers without mentors indicated that they were either satisfied or very 
satisfied with the degree of interest displayed by parents in the education of their 
children. 
Table 45 
New Teachers With Mentors: 
The degree of interest displayed by parents in the education of their children 
Valid Cumulative 
Valid Dissatisfied 3 8 .6 8.6 8 .6  
Neither Satisfied 
nor Dissatisfied 
1 2 .9  2 .9  1 1 . 4  
Satisfied 22 62 .9  62.9 74.3 
Very Satisfied 9 2 5 . 7  25 .7  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
The degree of interest displayed by parents in the education of their children 
Valid Cumulative 
Valid Dissatisfied 2 9 .1  9 .1  9 . 1  
Neither Satisfied 
nor Dissatisfied 
2 9 .1  9 . 1  18 .2  
Satisfied 13  59 . 1  5 9 . 1  77 .3  
Very Satisfied 5 2 2 . 7  22 .7  100.0 
Total 22 100.0 100.0 
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Table 46 shows that new teachers with mentors indicated a seemingly 
high level of perceived satisfaction with the financial support provided for the 
school by the community (82.9% were either satisfied or very satisfied), while 
new teachers without mentors indicated a low level of perceived satisfaction on 
this same factor (22.7% were either satisfied or very satisfied). 
Table 46 
New Teachers With Mentors: 
The financial support the community provides for the school 
Valid Cumulative 
J:"rpn, ,onrv PPrrPnt PPrrPnt ee[ceot 
Valid Neither Satisfied 
nor Dissatisfied 
4 11 .4  1 2 . 1  1 2 . 1  
Satisfied 8 2 2 . 9  24 .2  36.4 
Very Satisfied 2 1  60.0 63 .6  100.0 
Total 33 94.3 100.0 
Missing System 2 5 .7  
Total 35 100.0 
New Teachers Without Mentors: 
The financial support the community provides for the school 
Valid 
Miss ing 
Total 
Valid Cumulative 
eercent 
Neither Satisfied 
nor Dissatisfied 
10 4 5 . 5  66.7 66.7 
Satisfied 4 18 .2  26 .7  93 .3  
Very Satisfied 1 4.5  6.7 100.0 
Total 15  68.2 100.0 
System 7 3 1 . 8  
22 100.0 
Table 47 shows the difference in the levels of perceived satisfaction of new 
teachers with mentors and new teachers without mentors on the degree and 
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quality of parent and community input into school and curriculum development; 
65.7% of new teachers with mentors indicated that they were either satisfied or 
very satisfied on this factor; only 18.2% of new teachers without mentors 
indicated that they were either satisfied or very satisfied; 36.4% indicated that 
they were neither satisfied nor dissatisfied. 
Table 47 
New Teachers With Mentors: 
The degree and quality of parent and cummunity input into the school and 
curriculum development 
Valid Cumulative 
�rPn11Pnn, DarrPnt PPrrPnt eerceat 
Valid Dissatisfied 1 2 .9  3 .2 3 .2  
Neither Satisfied 
7 20.0 2 2 . 6  2 5 . 8  
nor Dissatisfied 
Satisfied 18 5 1 . 4  58 . 1  83 .9  
Very Satisfied 5 14 .3  16 . 1  100.0 
Total 3 1  88.6 100.0 
Miss ing System 4 1 1 . 4  
Total 35 100.0 
New Teachers Without Mentors: 
The degree and quality of parent and cummunity input into the school and 
curriculum development 
Valid 
Miss ing 
Total 
Valid Cumulative 
Neither Satisfied 
8 36.4 66.7 66.7 
nor Dissatisfied 
Satisfied 4 18.2 3 3 . 3  100.0 
Total 12 5 4 . 5  100.0 
System 10 4 5 . 5  
22  100.0 
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Tables 48, 49, and 50 show the consistently high levels of perceived 
satisfaction of new teachers with mentors and new teachers without mentors 
with parent and community responsibility for the school performance of their 
children, the extent to which parents are supportive of the school, and in their 
overall satisfaction with the parents and community in the school in which they 
work. 
Table 48 
New Teachers With Mentors: 
The extent in which parents feel responsible for the school performance of their 
children 
Valid Cumulative 
�n>n1u>nn, Dorri>nt Dorri>nt eerceot 
Valid Dissatisf ied 3 8.6 9 . 1  9 . 1  
Neither Satisfied 
8 2 2 . 9  24 .2  3 3 . 3  
nor Dissatisfied 
Satisfied 17 48.6 5 1 . 5  84 .8  
Very Satisfied 5 14 .3  1 5 . 2  100.0 
Total 33 94 .3  100.0 
Miss ing System 2 5 . 7  
Total 35 100.0 
New Teachers Without Mentors: 
The extent in which parents feel responsible for the school performance of their 
children 
Valid Cumulative 
Val id Dissatisfied 4 18 .2  18 .2 18 .2 
Neither Satisfied 
1 4 . 5  4 . 5  2 2 . 7  
nor Dissatisfied 
Satisfied 15  68.2 68.2 90.9 
Very Satisfied 2 9 . 1  9 . 1  100.0 
Total 22 100.0 100.0 
Table 49 
New Teachers With Mentors: 
The extent to which parents and community are supportive of the school and its 
programs 
Valid Cumulative 
Valid Dissatisfied 3 8.6 8.6 8.6 
Neither Satisfied 
3 8.6 8.6 1 7 . 1  
nor Dissatisfied 
Satisfied 15  42 .9  42 .9  60.0 
Very Satisfied 14 40.0 40.0 100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
The extent to which parents and community are supportive of the school and its 
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Valid 
Missing 
:  Total 
programs 
Valid Cumulative 
Dissatisf ied 2 9 . 1  9.5 9.5 
Neither Satisfied 
2 9 . 1  9 .5  19.0 
nor Dissatisfied 
Satisfied 1 5  68.2 7 1 . 4  90.5  
Very Satisfied 2 9 . 1  9 .5 100.0 
Total 2 1  9 5 . 5  100.0 
System 1 4 .5  
22  100.0 
Table 50 
New Teachers With Mentors: 
Your overall satisfaction with parents and the community where you work 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 6 
1 7 . 1  1 7 . 1  1 7 . 1  
Satisfied 20 5 7 . 1  5 7 . 1  74 . 3  
Very Satisfied 9 2 5 . 7  2 5 . 7  100.0 
Total 35 100.0 100.0 
1 1 0  
New Teachers Without Mentors: 
Your overall satisfaction with parents and the community where you work 
Valid Cumulative 
Valid Dissatisfied 2 9 .1  9 .1  9 .1  
Neither Satisfied 
nor Dissatisfied 
3 13 .6  13 .6  2 2 . 7  
Satisfied 15 68.2 68.2 90.9 
Very Satisfied 2 9 .1  9 .1  100.0 
Total 22 100.0 100.0 
There was a statistically significant difference between the perceived 
satisfaction of new teachers with mentors and that of new teachers without 
mentors in their attitudes towards parents and community (M [mentors]= 24.29, 
M [without mentors]= 21.67, t = 2.248, sig. = .035) (Table 11) .  Table 51 shows that 
there was a statistically significant difference between the mean of the level of 
perceived satisfaction of new teachers with mentors and the mean of the national 
sample of teachers in their satisfaction with parent and community involvement 
in their schools (M = 24.29, df = 30, t = 8.195, sig. = .000). There was also a 
statistically significant difference between the mean level of perceived 
satisfaction of new teachers without mentors and the mean of the national 
sample of teachers on this subscale (M = 21.67, df = 11, t  = 2.870, sig. = .015) Table 
51 .  
1 1 1  
Table 51 
New Teachers With Mentors: 
One-Sample Statistics 
Std. Std. Error 
Parents & Community 3 1  24.29 3 .662 . 658  
One-Sample Test 
95% Confidence Interval of 
Parents & Community 8 .195 
New Teachers Without Mentors: 
One-Sample Statistics 
Std. Std. Error 
N t.Ao:,n nPvi;:itinn �Ao:>n 
Parents & Community 12 2 1 . 6 7  3 . 339  .964 
One-Sample Test 
95% Confidence Interval of 
Mean Sig. 
(2-tailed}._>---'-==�� .lQweL___ __ __LlpJleL_ .015 2 .77 .64 4.89 -�-- -- - I _ ____i_�+-- df Parents & Commun� 2.870 ;  1 1  
School Building, Supplies, and Maintenance 
The School Building, Supplies, and Maintenance subscale measures 
perceived teacher satisfaction with the quality and availability of classroom 
supplies, library and media facilities, and general school facilities, and the 
adequacy of maintenance services in the school building and grounds. Tables 52 
through 58 show the high levels of perceived satisfaction of new teachers with 
mentors and new teachers without mentors on all measures in this subscale. 
Table 52 shows that 91.4% of new teachers with mentors and 100% of new 
1 1 2  
teachers without mentors were either satisfied or very satisfied with the 
availability of classroom and instructional supplies. 
Table 52 
New Teachers With Mentors: 
Q43 
Valid Dissatisfied 
Neither Satisfied 
nor Dissatisfied 
Satisfied 
Very Satisfied 
Total 
New Teachers Without Mentors: 
2 
1 
13 
19 
35  
Q43 
Valid Cumulative 
5 . 7  5 . 7  5 . 7  
2 .9  2 .9  8.6 
37 . 1  37 . 1  45 .7  
54 .3  54.3 100.0 
100.0 100.0 
Valid Cumulative 
Valid Satisfied 13 59 . 1  59 .1  59 . 1  
Very Satisfied 9 40.9 40.9 100.0 
Total 22 100.0 100.0 
Availability of supplies for classroom or instructional use. 
Table 53 shows that 82.9% of new teachers with mentors and 90.9% of new 
teachers without mentors were either satisfied or very satisfied with the quality 
of the school's library and media materials. 
1 1 3  
Table 53 
New Teachers With Mentors: 
Q44 
Valid Cumulative 
Valid Dissatisfied 3 8.6 8.6 8.6 
Neither Satisfied 
nor Dissatisfied 
3 8 .6 8.6 17 . 1  
Satisfied 14 40.0 40.0 5 7 . 1  
Very Satisfied 15 42 .9  42 .9  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q44 
Valid Cumulative 
rcent 
Valid Neither Satisfied 
nor Dissatisfied 
2 9 . 1  9 .1  9 .1  
Satisfied 1 7  7 7 . 3  7 7 . 3  86.4 
Very Satisfied 3 13 .6  13 .6  100.0 
Total 22 100.0 100.0 
Quality of school's library and media materials. 
Table 54 shows that 71.4% of new teachers with mentors and 95.5% of new 
teachers without mentors were either satisfied or very satisfied with the number 
and quality of school facilities. 
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Table 54 
New Teachers With Mentors: 
Q45 
Valid Cumulative 
Valid Dissatisfied 6 1 7 . 1  17 . 1  1 7 . 1  
Neither Satisfied 
nor Dissatisfied 
4 1 1 . 4  1 1 .4  28.6 
Satisfied 11 31 .4  31 .4  60.0 
Very Satisfied 14 40.0 40.0 100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q45 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
1 4.5 4 .5  4.5 
Satisfied 17 77 .3  77 .3  8 1 . 8  I  
Very Satisfied 4 18 .2  18 .2  
_ :�� : Total 22 100.0 100.0 
Number and quality of available school facilities. 
Table 55 indicates that new teachers with mentors (94.3%) and new 
teachers without mentors (63.7%) were either satisfied or very satisfied with the 
maintenance of the school grounds, but that a higher percentage of new teachers 
with mentors responded positively on this question; 36.4% of new teachers 
without mentors were neutral on this question, responding that they were 
neither satisfied nor dissatisfied. 
1 1 5  
Table 55 
New Teachers With Mentors: 
Q46 
Valid Cumulative 
Valid Dissatisfied 1 2 .9  2 .9  2 .9  
Neither Satisfied 
nor Dissatisfied 
1 2.9 2 .9  5 .7  
Satisfied 8 22 .9  22 .9  28.6 
Very Satisfied 25 71 .4  71 .4  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q46 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
8 36.4 36.4 36.4 
Satisfied 10 4 5 . 5  45 . 5  81 .8  
Very Satisfied 4 18 .2  18 .2 100.0 
Total 22 100.0 100.0 
Quality of maintenance of school grounds. 
Table 56 shows that 88.6% of new teachers with mentors and 90.9% of new 
teachers without mentors expressed that they were either satisfied or very 
satisfied with the quality of the maintenance of the school building. 
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Table 56 
New Teachers With Mentors: 
Q47 
Valid Cumulative 
Valid Dissatisfied 3 8.6 8.6 8.6 
Neither Satisfied 
nor Dissatisfied 
1 2 .9  2 .9  1 1 .4  
Satisfied 10 28.6 28.6 40.0 
Very Satisfied 2 1  60.0 60.0 100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q47 
Valid Cumulative 
rcent 
Valid Neither Satisfied 
nor Dissatisfied 
2 9 . 1  9 . 1  9 . 1  
Satisfied 1 5  68.2 68 .2 77 .3  
Very Satisfied 5 2 2 . 7  2 2 . 7  100.0 
Total 22 100.0 100.0 
Quality of maintenance of school building. 
Tables 57 and 58 show that there was agreement among new teachers with 
mentors in their level of perceived satisfaction with the speed with which repairs 
are made in their building and in overall satisfaction with facilities, supplies, and 
maintenance (85.7%). There was also agreement among new teachers without 
mentors in their level of satisfaction on these two questions in the subscale 
(95.5%). 
New Teachers With Mentors: 
Table 57 
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Q48 
Valid Cumulative 
Valid Dissatisfied 2 5 . 7  5 . 7  5 . 7  
Neither Satisfied 
3 8.6 8.6 14.3 
nor Dissatisfied 
Satisfied 12 34.3 34 .3  48.6 
Very Satisfied 18 5 1 . 4  5 1 . 4  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q48 
Valid Cumulative 
Valid Neither Satisfied 
4 . 5  4 . 5  4 .5  
nor Dissatisfied 
1 
Satisfied 15  68.2 68.2 72 .7  
Very Satisfied 6 2 7 . 3  27 . 3  100.0 
Total 22 100.0 100.0 
Speed with which repairs are made. 
Table 58 
New Teachers With Mentors: 
Q49 
Valid Cumulative 
Valid Dissatisfied 1 2 .9 2 .9  2.9 
Neither Satisfied 
4 1 1 . 4  1 1 . 4  14 .3  
nor Dissatisfied 
Satisfied 14 40.0 40.0 54 .3  
Very Satisfied 16 4 5 . 7  4 5 . 7  100.0 
Total 35 100.0 100.0 
1 1 8  
New Teachers Without Mentors: 
Q49 
Valid Cumulative 
Valid Neither Satisfied 
nor Dissatisfied 
1 4.5  4 .5  4 .5  
Satisfied 17 77 .3  77 .3  81 .8  
Very Satisfied 4 18 .2  18 .2  100.0 
Total 22 100.0 100.0 
Overall satisfaction with facilities, supplies, and maintenance. 
Table 11  shows that there was not a statistically significant difference 
between the means of the level of perceived satisfaction with the quality and 
availability of school supplies and school maintenance of new teachers with 
mentors and new teachers without mentors (M [mentors]= 30.14, M [without 
mentors]= 28.91, t = 1.246, sig. = .218). In comparing the means of the samples of 
new teachers with mentors and the national sample of teachers for this subscale 
on the survey, a statistically significant difference in the means was found (M = 
30.14, df = 34, t = 6.538, sig. = .000) Table 50. There was also a statistically 
significant difference between the means of the sample of new teachers without 
mentors and the national sample of teachers (M = 28.91, df = 21, t = 5.207, 
sig. = .000) Table 59. 
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Table 59 
New Teachers With Mentors: 
One-Sample Statistics 
School Bu i ld ing ,  
Suppl ies & 
Maintenance 
35  30.14 
One-Sample Test 
Std. 
4.292 
Std. Error 
. 7 2 5  
95% Confidence Interval of 
School Bui lding, 
Supplies & 
Maintenance 
6.538 34 .000 4.74 3 .27 6.22 
New Teachers Without Mentors: 
One-Sample Statistics 
Std. Std. Error 
School Bu i ld ing ,  
Suppl ies  & 
Maintenance 
22  28 .91  
One-Sample Test 
3 . 161  .674 
95% Confidence Interval of 
School Building, 
Supplies & 
Maintenance 
Communication 
5 .207  21  .000 3 . 5 1  2 . 1 1  4 .91  
The Communication subscale measures perceived teacher satisfaction 
with several aspects of how the school administration communicates with 
teachers and how the teachers communicate with the administration: the speed 
with which teachers are informed of student issues, quality of information 
received about policies and activities, speed with which administrators 
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communicate important information to teachers, extent to which teachers are 
given advance notice of topics of board and/ or administrative meetings; ease of 
communication with administrators, clarity of forms and procedures, and a 
measure of overall satisfaction with communication. There were some very 
noticeable differences between the levels of perceived satisfaction of new 
teachers with mentors and new teachers without mentors on some of the 
questions in the Communication subscale. Table 60 shows that both new 
teachers with mentors (85.7% were either satisfied or very satisfied) and new 
teachers without mentors (100% were either satisfied or very satisfied) expressed 
a high level of perceived satisfaction with the speed with which they were 
informed about potential student problems. But Table 61 shows that while 74.3% 
of new teachers with mentors were either satisfied or very satisfied with the 
quality of information received about school policies and procedures, only 45.4% 
of new teachers without mentors were either satisfied or very satisfied with this 
aspect of communication. Table 62 shows that there was a noticeable difference 
between new teachers with mentors (85.7% either satisfied or very satisfied) and 
new teachers without mentors (59.1% either satisfied or very satisfied) with the 
speed with which administrators communicate important information to them. 
Table 63 indicates the area of greatest difference on this subscale between the 
groups of teachers in the study; 68.6% of new teachers with mentors indicated 
that they were either satisfied or very satisfied with the extent to which they 
were given advanced notice of topics to be discussed at board or administrative 
council meetings; only 4.5% of new teachers without mentors indicated that they 
were satisfied with this aspect of communication. Interestingly, 54.5% of new 
teachers without mentors indicated that they were neither satisfied nor 
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dissatisfied with this aspect of communication. This might indicate that the lack 
of a mentor kept this group of new teachers from being informed that this was an 
aspect of school life in which teachers are involved. Table 64 shows that 85.7% of 
new teachers with mentors were either satisfied or very satisfied with the ease of 
communication with administrators, and that 63.6% of new teachers without 
mentors were either satisfied or very satisfied with this aspect of communication. 
Table 65 shows new teachers with mentors and new teachers without mentors 
had similar perceptions of their satisfaction with the clarity of school forms and 
procedures; 77.1% of new teachers with mentors indicated that they were either 
satisfied or very satisfied with the clarity of forms and procedures; 63.6% of new 
teachers without mentors were either satisfied or very satisfied with this aspect 
of communication. Table 66 indicates a noticeable difference between the overall 
level of perceived satisfaction with the extent and quality of communication 
within the school of new teachers with mentors and new teachers without 
mentors. The new teachers with mentors expressed that 88.5% of the sample was 
either satisfied or very satisfied overall; 59.0% of new teachers without mentors 
expressed that they were either satisfied or very satisfied with the extent and 
quality of communication within the school. It seems clear that mentors serve a 
role in communication about the school and within the school for new teachers. 
Table 60 
New teachers With Mentors: 
QSO 
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Valid Dissatisfied 
Neither Satisfied 
nor Dissatisfied 
Satisfied 
Very Satisfied 
Total 
New Teachers Without Mentors: 
3 
2 
16 
14 
35  
QSO 
Valid Cumulative 
8.6 8.6 8.6 
5 .7  5 . 7  14.3 
45 .7  45 . 7  60.0 
40.0 40.0 100.0 
100.0 100.0 
Valid Cumulative 
Valid Satisfied 1 5  68.2 68.2 68.2 
Very Satisfied 7 3 1 . 8  3 1 . 8  100.0 
Total 22 100.0 100.0 
Speed with which teachers are informed about potential student problems. 
Table 61 
New Teachers With Mentors: 
QSl 
Valid Cumulative 
Valid Dissatisfied 3 8 .6 8 .8 8.8 
Neither Satisfied 
nor Dissatisfied 
5 14 .3  14 .7  2 3 . 5  
Satisfied 1 5  42 .9  44 .l  67.6 
Very Satisfied 1 1  31 .4  32 .4  100.0 
Total 34 9 7 . 1  100.0 
Miss ing System 1 2 .9  
Total 35 100.0 
New Teachers Without Mentors: 
QSl 
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�- 
Valid Cumulative 
l="rPn••onrv 
� 
--· PPrrPnt n---ri"it 
Valid Dissatisfied 2 9 . 1  10.5 10.5 
Neither Satisfied 
3 1 . 8  
nor Dissatisfied 
7 36.8 47.4 
Satisfied 9 40.9 47.4 94.7 
Very Satisfied 1 4 .5  5 . 3  100.0 
Total 19 86.4 100.0 
Missing System 3 1 3 . 6  
Total 22 100.0 
Quality of information received about policies and activities. 
Table 62 
New Teachers With Mentors: 
Q52 
Valid Cumulative 
Valid Dissatisfied 2 5 . 7  5 . 7  5 . 7  
Neither Satisfied 
nor Dissatisfied 
3 8.6 8.6 14.3 
Satisfied 20 5 7 . 1  5 7 . 1  71 .4  
Very Satisfied 10 28 .6  28.6 100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q52 
Valid Cumulative 
Valid Dissatisfied 7 3 1 . 8  3 1 . 8  3 1 . 8  
Neither Satisfied 
nor Dissatisfied 
2 9 . 1  9 . 1  40.9 
Satisfied 1 1  50.0 50.0 90.9 
Very Satisfied 2 9.1 9 .1  100.0 
Total 22 100.0 100.0 
Speed with which administrators communicate important information. 
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Table 63 
:'-Jew Teachers With Mentors: 
Q53 
Valid Cumulative 
Valid Dissatisfied 2 5 .7  5 .9  5 .9  
Neither Satisfied 
nor Dissatisfied 
8 2 2 . 9  2 3 . 5  29 .4  
Satisfied 16 4 5 . 7  4 7 . 1  76.5 
Very Satisfied 8 22 .9  2 3 . 5  100.0 
Total 34 97 . 1  100 .0  
Miss ing System 1 2 .9  
Total 35 100.0 
New Teachers Without Mentors: 
Q53 
Valid Cumulative 
Valid Dissatisfied 2 9 . 1  1 3 . 3  13 . 3  
Neither Satisfied 
nor Dissatisfied 
12 54 . 5  80.0 93 .3  
Satisfied 1 4 . 5  6 .7  100 .0  
Total 15 68.2 100.0 
Miss ing System 7 3 1 . 8  
Total 22 100.0 
Extent to which teacher is given advance notice of topics of board or 
administrative council meetings. 
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Table 64 
New Teachers With Mentors: 
Q54 
Valid Cumulative 
Valid Dissatisfied 3 8.6 8.6 8.6 
Neither Satisfied 
5 .7  5 . 7  14.3 
nor Dissatisfied 
2 
Satisfied 20 5 7 . 1  5 7 . 1  71 .4  
Very Satisfied 10 28 .6  28 .6  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q54 
Valid Cumulative 
Valid Dissatisfied 7 31 .8  3 1 . 8  3 1 . 8  
Neither Satisfied 
36.4 
nor Dissatisfied 
1 4 . 5  4 . 5  
Satisfied 13 59 . 1  5 9 . 1  9 5 . 5  
Very Satisfied 1 4 . 5  4 . 5  100.0 
Total 22 100.0 100.0 
Ease with which teacher can communicate with school administrators. 
Table 65 
New Teachers With Mentors: 
Q55 
Valid Cumulative 
Valid Dissatisfied 1 2 . 9  2 .9  2 . 9  
Neither Satisfied 
20.0 22 .9  
nor Dissatisfied 
7 20.0 
Satisfied 16 45 .7  4 5 . 7  68.6 
Very Satisfied 1 1  31 .4  31 .4  100.0 
Total 35 100.0 100.0 
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New Teachers Without Mentors: 
QSS 
Valid Cumulative 
Valid Dissatisfied 1 4 .5  4.5 4.5 
Neither Satisfied 
nor Dissatisfied 
7 3 1 . 8  3 1 . 8  36.4 
Satisfied 13 5 9 . 1  5 9 . 1  95 . 5  
Very Satisfied 1 4 .5  4 . 5  100.0 
Total 22 100.0 100.0 
Clarity of school forms and procedures. 
Table 66 
New Teachers With Mentors: 
Q56 
Valid Cumulative 
Valid Dissatisfied 1 2 .9  2 .9  2 .9  
Neither Satisfied 
nor Dissatisfied 
3 8.6 8.6 1 1 . 4  
Satisfied 20 57 . 1  57 . 1  68.6 
Very Satisfied 1 1  31 .4  31 .4  100.0 
Total 35 100.0 100.0 
New Teachers Without Mentors: 
Q56 
Valid Cumulative 
Valid Dissatisfied 1 4 .5  4 .5  4 .5  
Neither Satisfied 
nor Dissatisfied 
8 36.4 36.4 40.9 
Satisfied 12 54 .5  54 .5  95 . 5  
Very Satisfied 1 4 .5  4 .5  100.0 
Total 22 100.0 100.0 
Overall satisfaction with extent and quality of communication within the school. 
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A comparison (Table 11) of the means of new teachers with mentors and 
new teachers without mentors on the Communication subscale shows that there 
was a statistically significant difference between the means of the two groups 
(New Teachers with Mentors - M  =  28.41; New Teachers without Mentors - M  =  
24.00; t = 3.929, sig. = .000). Table 58 shows a comparison of the means of the 
sample of new teachers with mentors and new teachers without mentors from 
this study and the mean for the national sample for the survey. There was a 
statistically significant difference between the mean for the sample of new 
teachers with mentors and the mean for the national sample of teachers on the 
communication subscale (M = 28.41, df = 33, t = 5.110, sig. = .000). There was not 
a statistically significant difference between the means of the sample of new 
teachers without mentors in this study and the national sample of teachers for 
the survey (M = 24.00, df = 14, t = -.715, sig. = .487). 
Table 67 
New Teachers With Mentors: 
One-Sample Statistics 
Communication 34 
One-Sample Test 
- - · -  --- -  · - · · - - - - - - - - - - - - - - · · - · - - - - - - - - - - - - - - - - - - - - -  
Communication 5 . 1 1 0  33 
Sig. 
.000 
95% Confidence Interval of 
Mean __ _the...Dlffer_ence... _ 
llooer 
3 .81  2 . 29  5 . 3 3  
New Teachers Without Mentors: 
One-Sample Statistics 
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Communication 15 
One-Sample Test 
95% Confidence Interval of 
Communication - .715  14 .487 -.60 -2.40 1 .20 
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Table 68 represents the National Teacher Satisfaction Survey (Schmitt & 
Loher, 2001) internal consistency estimates of reliability for each of the nine 
subscales. 
Table 68 
Teacher Satisfaction Survey 
Internal Consistency Estimates of Reliability 
Subscale Name Number of Items N* Cronbach' s Alpha 
Administration 8 1,669 .92 
Compensation 5 1,697 .87 
Opportunities for 4 1,384 .93 
Advancement 
Student 5 1,741 .89 
Responsibility and 
Discipline 
Curriculum and 7 1,674 .80 
Job Tasks 
Co-Workers 7 1,687 .89 
Parents and 6 1,480 .88 
Community 
School Buildings, 7 1,654 .85 
Supplies, and 
Maintenance 
Communication 7 1,583 .87 
(*) Number of cases vanes because of m1ssmg and "don't know" responses. 
Table 69 represents the descriptive statistics for the subscales of the 
National Teacher Satisfaction Survey (Schmitt & Loher, 2001). 
Table 69 
Teacher Satisfaction Survey: Subscale Descriptive Statistics 
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Subscale Name Items M S.D. N* 
Administration 1 - 8  28.8 6.9 1,669 
Compensation 9 - 1 3  14.7 4.7 1,697 
Opportunities 1 4 - 1 7  10.9 3.7 1,384 
for 
Advancement 
Student 1 8 -  22 16.3 4.4 1,741 
Responsibility 
and Discipline 
Curriculum and 2 3 - 2 9  25.7 4.7 1,674 
Job Tasks 
Co-Workers 30 -36  28.6 4.5 1,687 
Parents and 37 -42  18.9 4.8 1,480 
Community 
School 43-49  25.4 5.3 1,654 
Buildings, 
Supplies, and 
Maintenance 
Communication 5 0 - 5 6  24.6 5.2 1,583 
(*) Number of cases varies because of missing and "don't know" responses. 
Table 70 represents the descriptive statistics for the researcher's study. 
Table 70 
Teachers Satisfaction Survey 
Subscale Descriptive Statistics: Researcher's Study 
1 3 1  
Subscale Name Items M S.D. N* 
Administration 1 - 8  29.56 6.445 57 
Compensation 9 - 1 3  16.05 4.538 56 
Opportunities 1 4 - 1 7  13.46 3.144 39 
for 
Advancement 
Student 1 8 - 2 2  19.11 4.130 57 
Responsibility 
and Discipline 
Curriculum and 2 3 - 2 9  28.50 4.054 56 
Job Tasks 
Co-Workers 30-36 30.76 3.595 55 
Parents and 37-42 23.56 3.731 43 
Community 
School 43-49  29.67 3.911 57 
Building, 
Supplies, and 
Maintenance 
Communication 50 -56  27.06 4.507 49 
(*) Number of cases varies because of missing and "don't know" items. 
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Data Analysis and Research Questions 
In chapter 1 the researcher offered three research questions that the study 
endeavored to answer. The researcher used a nationally recognized survey that 
is part of a comprehensive assessment of school environments to measure 
teacher satisfaction in a specialized population of teachers in independent 
schools. The nine subscales of the survey were used to analyze data gathered for 
the study from administration of the validated and reliable device. This study 
had a far smaller number of participants than did the national study, but a 
sample size of greater than 50% of the population surveyed provided accuracy, 
and allowed the researcher to offer answers to the research questions. 
Primary Question: Does a mentoring program influence the perceived 
job satisfaction of first- and second- year independent school teachers? 
The data supported the conclusion that new independent school teachers with 
mentors have higher perceived job satisfaction on most subscale measures than 
do new independent school teachers without mentors. On five of the nine 
subscales: Administration, Opportunities for Advancement, Co-Workers, Parents 
and Community, Communication - the new teachers with mentors had a 
significantly greater mean level of perceived satisfaction than did the new 
teachers without mentors (Table 11) .  There was a statistically significant 
difference between the means of the sample of new teachers with mentors in this 
study and the means of teachers in the national sample on all subscales. There 
was a statistically significant difference between the means of new teachers 
without mentors in this study and teachers in the national sample on 5 of 9 
subscales. 
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Question 2: What aspects of perceived job satisfaction were most impacted 
by mentoring, as reported by new teachers? 
Teachers in this study indicated that Compensation, Opportunities for 
Advancement, Co-Workers, and Communication were areas of perceived teacher 
job satisfaction most impacted by mentoring. Table 11 indicates that there was a 
statistically significant difference between the mean perceived satisfaction on 
these subscales between new teachers with mentors and new teachers without 
mentors. The data in Tables 17, 22, 44, and 67 show that there was also a 
statistically significant difference between the mean level of perceived 
satisfaction of new teachers with mentors and the mean level of perceived 
satisfaction of teachers in the national sample on these subscales, but not a 
similar statistically significant difference between new teachers without mentors 
and teachers in the national sample. There was also a noticeable difference 
between new teachers with mentors and new teachers without mentors on the 
Administration and Communication subscales. These subscales showed the 
greatest mean difference in the scores of the two groups (Table 11) .  
Question 3: How do teachers who participated in the mentor program 
perceive the impact the program had on the level of satisfaction with their jobs? 
There was no evidence from the Teacher Satisfaction Survey (Schmitt & Loher, 
2001) to reveal how teachers perceived the impact of a mentor program on their 
perceived level of job satisfaction. The very limited number of responses to 
open-ended question provided some information for the researcher to discuss in 
chapter 5. 
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Summary of Data Analysis and Research Findings 
This chapter reported the data obtained from administration of the 
Teacher Satisfaction Survey (Schmitt & Loher, 2001) and analyzed the data in 
relation to the design developed in Chapter Three. A discussion of specific 
aspects of the findings as they relate to policy implications, practice, and future 
research is found in the following chapter. 
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CHAPTERV 
Discussion of Research 
Implications for Policy, Practice, and Further Research 
This chapter contains a discussion of the major findings and conclusions 
from analysis of the data generated by the study. The conclusions regarding the 
relationship between mentoring and perceived job satisfaction of new teachers 
lead to implications for policy and practice regarding mentoring programs as 
part of induction of new teachers in independent schools. The limited responses 
to the open-ended questions posed in writing to study participants are reported 
in this section and are used to inform the discussion of future policy and practice. 
Recommendations are made for further research that reflect both the findings of 
this study and some of the methodological limitations of the study. 
Overview 
The researcher posed three questions based upon a review of the literature 
and research. The research indicated that attrition rates among new teachers in 
the 1990s was alarmingly high: up to 50% of new teachers left the profession 
within the first 5 years (Colbert & Wolff, 1992), and that these attrition rates 
exceeded those of other professions, that stood at approximately 11  % per year for 
the decade (Bureau of National Affairs, 1998). Shann's (1998) research indicated 
that teacher job satisfaction was a determinant of teacher retention and 
commitment, and Zigarelli (1996) found that the support of a mentor contributed 
to teacher job satisfaction, and that there was an association between teacher job 
satisfaction and student performance. This study looked specifically at the 
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relationship between mentoring and the perceived job satisfaction of teachers in 
independent schools, a specialized population of teachers that has not been 
previously singled out for extensive study, according to the researcher's review 
of the literature. 
The data compiled in the previous chapter reflected the perceived job 
satisfaction of the new independent school teachers in the sample on nine 
subscales of job satisfaction. 
Discussion of Unusual Findings 
An unexpected statistical finding surfaced during the data analysis of the 
responses to questions on the Student Responsibility and Discipline subscale. On 
each question in the subscale, a higher percentage of new teachers without 
mentors indicated that they were either satisfied or very satisfied with aspects of 
student responsibility and discipline than did new teachers with mentors. It was 
interesting to note that on each question within the subscale a much higher 
percentage of new teachers with mentors responded that they were dissatisfied 
with that aspect of student responsibility and discipline than did new teachers 
with mentors. For example: Table 23 shows that 22.9% of new teachers with 
mentors were dissatisfied with student behavior, while no new teachers without 
mentors answered that they were dissatisfied; Table 25 shows that 22.9% of new 
teachers with mentors were dissatisfied with the degree of responsibility 
students show toward assignments, while only 4.5% of new teachers without 
mentors indicated that they were dissatisfied with this aspect of student 
responsibility. And, while there was a statistically significant difference between 
the means of the perceived levels of satisfaction of new independent school 
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teachers with and without mentors and the national sample of teachers for the 
survey (Table 28), the mean difference between the new teachers without 
mentors and the national sample (4.15) was greater than the mean difference 
between the new teachers with mentors and the national sample (1.96). 
The researcher did not expect this outcome based upon a review of the 
existing research, like that of Evertson and Smithey (2000), that indicated that 
there was at least an indirect positive impact from mentoring on student 
engagement in learning. 
Possible explanations for this finding are: 
1. The student populations of the schools that did not provide a mentor 
program 
for new teachers may have been different - less engaged in learning and 
with more behavior problems - than were the student populations of the 
schools that did provide a mentor program for new teachers. 
2. The mentors for the new teachers raised the expectations of new teachers 
regarding the level of engagement with learning and behavior of the 
students they would teach. The new teachers with mentors who 
completed the survey may have been rating their students on this 
subscale based upon the unrealistically high expectations developed 
through work with their mentors, while the new teachers without 
mentors were rating their satisfaction with students on this subscale 
without such bias. 
Student engagement in learning is a critical component of student performance 
in school. While the researcher cannot state definitively the reasons for the 
unusual finding regarding perceived teacher satisfaction with student 
138 
responsibility and discipline, the data indicate that there was a statistically 
significant, positive difference between the mean of the perceived satisfaction of 
new teachers with mentors in independent schools and the mean of the national 
sample on this critical factor. 
Responses to Open-Ended Questions 
New teachers completing the NASSP Teacher Satisfaction Survey (Schmitt 
& Loher, 2001) were also asked to answer two open-ended questions that 
inquired about the aspects of the mentor program that were most helpful in 
meeting their needs and what needs were not addressed by the mentor program. 
Of the 35 new teachers with mentors who completed the survey, only 11  
returned completed questionnaires. Eight of the respondents indicated that the 
most helpful aspect of the mentor program was having someone with expertise 
to talk with, someone with knowledge of the school community to talk to about 
the culture of the school, someone for new teachers to meet with as a group who 
knew the school culture. The new teachers who provided those responses 
described aspects of a school culture consistent with the integrated professional 
culture discussed by Johnson and Kardos (2002), that was found to promote 
greater retention of new teachers than were the other two school cultures 
described by Johnson and Kardos. On the question of what needs were not 
addressed by the mentor program, four new teachers mentioned that they rarely 
discussed teaching or that they would have liked to have been observed while 
teaching and be given feedback by their mentors. This type of mentor assistance 
could help new teachers develop the types of teaching strategies that Darling­ 
Hammond (2000) found encourage students' higher order learning. 
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Discussion of Research Findings: Teacher Satisfaction Subscales 
The CAPE Report (2002) cited data from Progress Through the Pipeline that 
showed that on six aspects of job satisfaction examined in a study (student 
motivation to learn, school learning environment, student discipline and 
behavior, class size, support from parents, esteem of society for the teaching 
profession) a substantially higher percentage of private school teachers than 
public school teachers were "very satisfied." The CAPE report also stated that 
private school teachers reported higher levels of morale than did public school 
teachers. The researcher expected to find data from the study to support the 
CAPE report findings that on most measures the independent school teachers 
indicated higher levels of perceived job satisfaction than did teachers from the 
national sample of the NASSP survey. 
The data analysis in chapter 4 supports the conclusions of the CAPE 
Report. The mean score for each of the nine subscales of the NASSP Teacher 
Satisfaction Survey (Schmitt & Loher, 2001) for the new independent school 
teachers in the study was higher than the mean of the national sample of teachers 
for the survey. 
An analysis of the disaggregated data for new teachers with mentors and 
new teachers without mentors in comparison to the national sample of teachers 
for the survey reveals that there was a statistically significant difference in the 
positive direction between the means for new teachers with mentors and the 
means for the national sample on each of the nine subscales of the survey (Tables 
12, 17, 22, 28, 36, 44, 51, 50, and 58). For new independent school teachers 
without mentors in comparison to the national sample of teachers, there was a 
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statistically significant difference in the positive direction between the means on 
five of the nine subscales of the survey (Administration, Table 12; Student 
Responsibility and Discipline, Table 28; Curriculum and Job Tasks, Table 36; 
Parents and Community, Table 51; School Buildings, Supplies, and Maintenance, 
Table 59). This difference in statistical significance on the subscales representing 
aspects of teacher job satisfaction between new teachers with mentors and new 
teachers without mentors in comparison to the national sample of teachers 
supports the conclusion that participation in a mentor program has some impact 
on perceived teacher job satisfaction. 
U.S. Department of Education Statistics from the Teacher Follow-up 
Surveys, 1988-89, 1991-92, and 1994-95 (National Center for Educational 
Statistics, 2000), indicated in a comparison of the main reasons why base year 
teachers (base years are the years prior to those in which statistics for the survey 
are reported) left the teaching profession, that for each of the years of the survey, 
a substantially higher percentage of private school teachers than public school 
teachers left the profession for better salary or benefits (1988-89, public= 4.5%, 
private= 9.1%; 1991-92, public= 3.6%, private= 7.2%; 1994-95, public= 6.5%, 
private = 7.7% ). It is interesting to note that in the researcher's study, there was a 
statistically significant difference in the positive direction between the mean 
perceived satisfaction of new teachers with mentors on the Compensation 
subscale and the mean perceived job satisfaction of teachers in the national 
sample (Table 17). That same statistically significant difference does not exist in 
the comparison between new teachers without mentors and the national sample 
of teachers on the same subscale. This positive impact of mentoring on new 
independent school teachers in the area of perceived satisfaction with 
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compensation could lead to improved retention of new teachers, one of the 
desired outcomes of mentoring as part of induction programs. 
Kardos, et al. (2001), in their study of new teachers and professional 
cultures, showed that new teachers felt best served in an integrated professional 
culture, in which there was sustained support from colleagues, an ongoing 
exchange of information across experience levels of teachers, and an 
understanding that experienced mentors and novice colleagues both benefited 
from the mentoring relationship. The data from the researcher's study indicated 
that there was a statistically significant difference between the mean perceived 
satisfaction of new teachers with mentors and that of teachers in the national 
sample on the Co-Workers subscale, while there was not a statistically significant 
difference between the means on this subscale for new teachers without mentors 
and the national sample (Table 44). As Kardos et al., concluded, an integrated 
professional culture can have positive effects on student learning and teacher 
retention. 
The comparisons between independent school teachers (both with and 
without mentors) in this study and the national sample of teachers is important. 
But of even more importance for the purposes of this study is the comparison 
between new independent school teachers with mentors and new independent 
school teachers without mentors. Table 11 provides the analysis of the data for 
the comparison of the means on each subscale of perceived teacher job 
satisfaction between the new independent school teachers with mentors and new 
independent school teachers without mentors in the study. 
In this study of new teachers in independent schools there was a 
statistically significant difference between the mean levels of perceived 
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satisfaction with the role of school administration of new teachers with mentors 
and new teachers without mentors. This mentor effect is important because the 
research supports the idea that administrative support is an important factor in 
overall teacher job satisfaction and in improving teacher retention and teacher 
quality. Farkas et al., (2000) found that among the public school teachers they 
studied, when given a choice between two schools in identical districts, 82% of 
new teachers would choose the school with administrators who are strongly 
supportive instead of the school that offered a significantly higher salary. 
The data in Table 11 show that there was a statistically significant 
difference between the means of perceived satisfaction with co-workers of new 
teachers with mentors and new teachers without mentors. The study by Farkas 
et al., (2000) again provided support for the importance of motivated and 
supportive colleagues as a factor in teacher quality and retention. In response to 
a choice between two schools in otherwise identical districts, 77% of new 
teachers would choose the school with highly motivated and effective teachers 
instead of the one with a significantly higher salary. 
The data in Table 11 indicate that there was a statistically significant 
difference between the means of perceived satisfaction with the level of support 
from parents and community of new teachers with mentors and new teachers 
without mentors. The Farkas et al., (2000) study supported the importance of 
parental support as a factor in improved teacher quality and retention (74% of 
new teachers would choose a school with significantly better parental support 
than one with significantly higher salaries). It is also interesting to note that the 
Farkas et al., study showed a difference in perceived support from parents 
. between private school teachers and public school teachers; 54% of private school 
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teachers agreed that at their school teachers can count on the support of parents, 
while only 20% of public school teachers in the study agreed with that statement. 
The mentor effect in impacting positively the perceived satisfaction with parent 
support of new teachers in independent school would be especially important for 
policy considerations, given that finding. 
Policy and Practice Implications 
If independent schools hope to hold onto their best new teachers, then the 
conditions that promote job satisfaction must be recognized and addressed by 
school administrators. Pearl Kane (1991), in an opinion piece, stated that 
independent schools hire young people to teach who stay in teaching for only a 
few years, and if the independent school administrators wanted to change that 
pattern they had to organize first-rate preparation programs for beginning 
teachers. She cited a Columbia-Barnard study from 1989 that indicated that 
recent graduates considering teaching in independent schools did not want to 
accept the sink-or-swim, learn by trial and error pattern of teacher induction that 
was the norm at the time. The findings from this study and the related research 
provide several areas implicated for focus in designing induction programs for 
independent schools that include mentoring. 
1 .  The role of school administration is a factor in teacher job satisfaction, 
retention, and quality. Having a mentor has a positive impact on the 
perceived satisfaction with the role of school administration for new 
teachers in independent schools. Mentors should be trained to help 
new teachers understand the supervisory activities of school 
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administration and to help new teachers communicate needs to school 
administration. 
2. New teachers prefer to work in schools where colleagues are 
committed to the education of students and where teachers are 
supportive of their work. Having a mentor has a positive impact on 
the perceived satisfaction of new independent school teachers with 
their co-workers. Independent school administrators should 
understand the importance of the collegial relationship provided by 
the work of an experienced mentor with new teachers and should 
devise programs that maximize the structured and unstructured 
interactions between mentor and protege, and among faculty in 
general. 
3. Research shows that new teachers prefer to work in schools with 
supportive and active parents. The study indicated that having a 
mentor had a positive effect on the perceived satisfaction of new 
independent school teachers with the role of parents and community 
in the school. Administrators should design mentor training and 
mentor programs to help mentors work actively with new teachers on 
understanding the role of parents in the education of the child, and on 
skills of communicating with parents and building the parent-school 
partnership. It should be noted that the number of new teachers 
without mentors who responded to the questions in this subscale was 
limited due, perhaps, to lack of knowledge among this subgroup of 
parental input in such areas as curriculum and financial support for 
the school. 
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4. The finding that mentors impact new teachers in the area of 
satisfaction with compensation has implications for independent 
school administrators. Mentors should work with new teachers in 
emphasizing the "quality of teaching life" aspects of independent 
schools to help new teachers appreciate those factors in relation to the 
lower salaries paid at Independent Schools in comparison to public 
schools. 
Salary vs. Autonomy and Input on Curriculum 
Salary vs. Overall Quality of Students (Selective Admissions) 
Salary vs. Less Regulatory Control and Compliance Rules 
Salary vs. Class Size and Student Load 
5. There was a statistically significant difference in perceived satisfaction 
with opportunities for advancement between new teachers with 
mentors and new teachers without mentors in the study. The number 
of new teachers without mentors who responded to questions on the 
survey in this subscale was quite limited. 
6. There is a positive mentor effect for the perceived satisfaction of new 
teachers with the overall communication within the school. Research 
indicates that new teachers are influenced positively by the 
communication with administrators and among colleagues. It is 
important for administrators who design mentor programs to 
emphasize the role that mentors play in helping new teachers 
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communicate with colleagues in ways that inform them about student 
issues and school policies. 
7. Darling-Hammond (2000) found that teachers who have an array of 
teaching strategies that engage students in higher level thinking have a 
greater influence on student learning outcomes than do teachers who 
do not have training in such teaching strategies. Liu and Kardos (2002) 
found that less than one fifth of the new teachers in their study 
reported being observed in their classrooms by their formal mentors. 
They found that almost half the new teachers they studied reported 
finding an unofficial mentor, who supported them in the area of 
classroom teaching that was lacking in the formal mentor relationship. 
While the answers to open-ended questions in this study were so 
limited that no significant conclusions could be drawn, the responses 
indicated that new teachers thought that mentor work on teaching 
skills and strategies was not sufficient in their mentor programs. This 
is an important area that administrators need to focus on in designing 
mentor training and mentor programs if they want to enhance the 
positive effect of such programs on new teachers. This is an area that 
could have meaningful impact on student learning and achievement in 
the new teacher's classroom. 
8. The researcher encountered difficulty in obtaining permission from 
Headmasters of independent schools to have new teachers at their 
schools complete surveys for the study. When asked why the 
Headmasters refused permission, the researcher was told that new 
teachers were already working extremely hard and the administrator 
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did not want to add to the teacher's burden, or that there was some 
concern about the information obtained in any survey being used in 
some way by other schools or school administrators. This last 
explanation given despite the recognized guarantee of anonymity of 
those completing surveys and the guarantee that no school would ever 
be identified. Anecdotal accounts from other administrators at 
independent schools describe similar policies of not cooperating with 
researchers wishing to study independent school teachers or practices. 
This is an area that independent school administrators and Boards of 
Trustees should address, as independent research findings could be a 
source of important information for policy makers and school 
administrators. The existing literature and research does not provide 
extensive findings that focus on independent schools. 
Recommendations for Future Research 
This study was limited by the number of Headmasters of independent 
schools who allowed new faculty to participate in the study. The response rate 
to surveys exceeded 50%, but the new teachers were from 12 independent 
schools, all in New York and New Jersey. It is suggested that the findings from 
this study may be generalizable, but it is recommended that a larger scale 
nationwide study of independent schools be conducted to allow more confidence 
in making generalizations for the findings. 
The data supported the conclusion that there was a positive mentor effect 
on several subscales of perceived job satisfaction for new teachers in independent 
schools: the role of administration, co-workers, the role of parents and 
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community, opportunities for advancement, and communication. It is 
recommended that follow-up study be done to determine if the positive impact 
on perceived satisfaction with those areas of the job remains beyond the first 2 
years of teaching. Odell and Ferraro (1992) found that mentoring may reduce 
attrition when they surveyed beginning public school teachers 4 years after their 
initial, mentored teaching year. It is important for independent school 
administrators to know if the improved perceived job satisfaction with particular 
aspects of the job is sustainable, as this would impact policy decisions related to 
the need for ongoing support for teachers beyond the first two years. Policy 
decisions to provide mentoring or other support beyond the first two years 
would have budgetary implications, as well. 
This study included some responses to open-ended questions that asked 
new teachers "what aspects of the mentor program were most helpful" in 
meeting the teacher's needs. The limited number of responses to the open-ended 
questions indicated that new teachers most appreciated the opportunity to meet 
and check in with a veteran teacher on a regular basis, someone from whom they 
could get advice and with whom they could share problems. A sample of 
responses from the open-ended questions included: "I felt comfortable 
discussing my successes and frustrations at my weekly meetings;" "My mentor 
steered me through the culture of the school;"" . . .  the opportunity to ask 
questions and to receive advice." This finding is supported by the research cited 
in chapter 2 of the study. Odell and Ferraro (1992) studied teachers who had 
been mentored by veteran teachers who used support strategies such as shared 
teaching, questioning, and mentor-directed coaching. The mentors guided 
beginning teachers to identify what they were thinking and to focus on their 
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teaching. The beginning teachers, surveyed 4 years after their initial mentoring, 
indicated that the emotional support provided by their mentors was the most 
valued aspect of the mentor program. Because the number of responses to open­ 
ended questions in the researcher's study were so limited it is recommended that 
further study to target the specific aspects of the mentor-protege relationship that 
are most appreciated by new teachers in independent schools be undertaken. 
Such study would allow administrators of independent schools to design mentor 
preparation programs that focus intensively on development of the skills need to 
provide new teachers the kind of support that they most need. 
This study was not designed to pinpoint any needs specific to primary 
school or secondary school teachers that need to be met by a mentor program. It 
is recommended that future research to determine specific aspects of the mentor­ 
protege relationship that are most helpful to new independent school teachers 
delineate between the needs of primary school teachers and those of secondary 
school teachers. That would help independent school administrators design 
mentor programs that focus intensively on the needs of new teachers according 
to the grades they teach. 
This study did not seek information about the effect of the mentor 
program on the perceived job satisfaction of the mentor teachers. Anecdotal 
information in the body of existing research indicated that there may be positive 
effects on mentors from the mentor-new teacher interactions. Future research 
should focus on the impact of serving as a mentor on the perceived job 
satisfaction of the mentor. 
An unusual finding of the study was that the new teachers without 
mentors expressed that they had higher perceived satisfaction with their 
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students' attitudes and behaviors than did new teachers with mentors. It is 
recommended that further research be done with new independent school 
teachers to determine whether this is an anomalous finding or an unintended 
effect of mentoring. 
Shann (1998) reported that there was research to support the idea that 
sources of teacher job satisfaction were varied, depending upon gender, position, 
and socioeconomic status. Future research with new teachers in independent 
schools should breakdown teachers according to numerous demographic factors 
to determine if such differences exist among the teachers in independent schools. 
The most important test of a program designed to enhance teacher 
commitment, satisfaction, and effectiveness is the impact it has on student 
learning and achievement. Evertson and Smithey (2000) found that working 
with a trained mentor had a positive effect on the percentage of engaged 
students in the classes of new teachers compared to new teachers who did not 
work with a trained mentor. They also found that there was a significant 
difference in the skills of organizing and conducting lessons for new teachers 
who worked with trained mentors, as opposed to new teachers who did not 
work with trained mentors. Future research should focus on answering the 
question: what effect does participation of new independent school teachers in a 
mentoring program have on the academic achievement of their students. 
Closing Remarks 
This study focused on the perceived job satisfaction of new teachers in 
independent schools who participated in a mentor program compared to those 
who did not participate in a mentor program. The results of the study allowed 
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the researcher to conclude that there is a positive relationship between mentoring 
and perceived job satisfaction among new teachers in independent schools. The 
data also allowed the researcher to provide some recommendations for policy 
and practice, as well as some recommendations for future research. Independent 
schools are a unique environment for teachers and students, very different in 
many ways from public schools and other private schools. Kane (1991) 
recommended that independent school administrators organize first-rate 
preparation programs for beginning teachers. CAPE (2002) reported that private 
schools attracted 13% of first-time teachers, but 26% of new teachers who had 
college entrance examination scores in the top quartile. If independent school 
administrators wish to train the talented new teacher pool their schools attract, 
then induction and pre-service preparation programs should include mentoring 
by a well-trained mentor. 
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Randy Kleinman 
29 Lloyd Road 
Montclair, NJ 07042 
(973) 783-9424 
Letter of Solicitation to Participate in Research 
Dear New Teacher, 
I am pursuing an Educational Doctorate degree in the Executive Ed.D. Program 
-· - -- ---=--c--utterect:irrthe Cotleg't;or&hrcatiurr=-arnti=furrran----S--ervtce-s;E>e-p-attmeiltof- · · --- -- · · ·· 
Educational Administration and Supervision, at Seton Hall University. 
My dissertation topic focuses on the relationship between participation in a 
mentoring program and the job satisfaction of new teachers at independent 
schools in New Jersey. This research will begin in winter of 2004 and conclude in 
May of 2004 
To participate in this research, I request that you complete the enclosed Teacher 
Satisfaction Survey, which is part of the National Association of Secondary 
School Principals (NASSP) Comprehensive Assessment of School Environments 
(CASE). In addition, I request that you complete the questions on the teacher 
comment questionnaire. Completion of the survey and questionnaire should 
take approximately ten minutes. There are no additional questionnaires or 
surveys to complete. The information from the survey and your participation in 
the research will not be shared with anyone. 
Your participation in this study is voluntary and you may withdraw from the 
study-at any time up to the end-of the-study without any fear of prejudice or · ­  
reprisal. 
The data obtained from the Teacher Satisfaction Surveys and analysis of the data 
will be secured by me in a locked cabinet in my home office. It will remain 
secured in said facility for a period of three years. 
This project has been reviewed and approved by the Seton Hall University 
Institutional Review Board for Human Subjects Research. The IRB believes that 
the research procedures adequately safeguard the subject's privacy, welfare, civil 
liberties, and rights. The chairperson of the IRB may be reached at (973) 275- 
2974. 
Thank you for your cooperation in this endeavor. 
Sincerely, 
Randy Kleinman 
Doctoral Candidate 
FEB 2 ti 2DG� 
It-id 
SETON HALL UNIVERSITY 
SETON HALL.UNIVERSLTY: 
1  8  S  6  
FEB 2 6 2�C-t 
l h i:3  
SETON HALdJNIVERSlT'T-- 
Informed Consent Form 
A Study of the Relationship Between Mentoring and Teacher Job Satisfaction 
Among Selected New Teachers in Independent Schools 
I am pursuing an Educational Doctorate degree in the Executive Ed.D. program offered 
in the College of Education and Human Services, Department of Educational 
Administration and Supervision, Seton Hall University. 
My dissertation focuses on the relationship between participation in a mentoring and the 
job satisfaction of new teachers, defined for this study as first- and second-year teachers 
at independent schools in New Jersey and New York. The research will begin in winter 
of 2004 and conclude in May of 2004. 
To participate in this research, I ask that you complete the Teacher Satisfaction Survey of 
the National Association of Secondary School Principals (NASS_P) Comprehensive _ · · - .  
Assessment of School Environments (CASE). The survey consists of multiple-choice 
questions, scored on a Likert-type scale, that relate to teacher job satisfaction, such as, 
"The amount of support provided to you by your administrators." Your response would 
indicate the degree of your satisfaction with this aspect of the job, from l ,  "Very 
Dissatisfied," to 6, "Don't Know." In addition, you will be asked to complete two open­ 
ended questions, sueh as, "\Vhat types of additional support should the school provide 
beginning teachers." The completion of the survey and the open-ended questions should 
take approximately ten minutes. There are no additional surveys or questionnaires to 
complete for your participation in this research. 
Your participation in this study is completely voluntary and you may withdraw from the 
study at any time up to the end of the study without any fear of prejudice or reprisal. 
College of Education and Human Services 
Department of Education Leadership, Management and Policy 
(Formerly Department of Educational Administration and Supervision) 
Tel. 973.761.9397 
400 South Orange Avenue • South Orange, New Jersey 07079-2685 
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QUESTIONNAIRE FOR NEW TEACHERS 
COMMENTS ON MENTOR PROGRAM 
Please respond to the following two items. 
You may attach additional sheets if you choose. 
1. As a beginning teacher, what aspects of the mentor program were most helpful 
-ttn1reettn1ryounree1:ls?·c-·--- _-  .. __ ------ -----_-_----·--c----�----.------ - -- -------_- .. -- 
2. As a beginning teacher, what needs (if any) did you have that were not addressed 
_ _ _ _ _ _ _ _ _ _ _ _ _ _  �y the "!�f!tor program? 
APAAo-\ieo 
FEB 2 6 2ilG't 
IHB 
SETON HALL UNIVERSITY 
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Institutional Review Board (IRB) Letter of Approval 
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- -- ·-·-- -- ---·---- 
SETON HALL.UNIVERSITY. 
a  s  6  
- -- --- - -Eacn·s,ffveS,-formw1.lrbe coaea-tcfinoicatetlie-sch-ocWfronrwhtcn tt is received, for the- - 
purposes of data analysis by school type. Surveys will not be identified by teacher name, 
and no information about individual participants will be used in the data analysis or be 
available to anyone other than the researcher. 
The completed surveys and the raw data from the surveys will be maintained by me in a 
locked cabinet in my home office for a period of three years. 
There are no foreseeable risks or discomforts connected to this research. 
The research will benefit independent schools in the future design of mentor and 
induction programs to impact positively the job satisfaction of new teachers. 
I will answer any questions regarding this research. I can be reached by phone at my 
office direct line, (973) 509-7938, or by mail to me at, The Montclair Kimberley 
Academy, 201 Valley Road, Montclair, NJ 07042. 
A_c_op_y of this Informed Consent Form will be mailed to you for your records. 
IRB Approval 
This project has been reviewed and approved by the Seton Hall University Institutional 
Review Board for Human Subjects Research. The IRB believes that the research 
procedures adequately safeguard the subject's privacy, welfare, civil liberties, and rights. 
The Chairperson of the [RS-may be reached at (973) 273-2974. 
Informed Consent 
I have read the material above, and any questions I asked have been answered to my 
satisfaction. I agree to participate in this activity, realizing that I may withdraw without 
prejudice at any time. 
Subject Signature Date 
FEB 2 6 20C1 
College of Education and Human Services 
Department of Education Leadership, Management and Policy 
(Formerly Department of Educational Administration and Supervision) 
Tel. 973.761 .9397 
400 South Orange Avenue • South Orange, New Jersey 07079-2685 
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